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Abstract 
This thesis, an investigation of gender and emotion within the context of literacy 
reform, began as an investigation of Literate Futures; an initiative introduced at the 
beginning of the new millennium, as part of a more broadly based attempt at 
reforming schooling in Queensland. In this study I explore how gender and emotion 
were implicated in different aspects of the literacy reform process — from designing 
the policy and approach, to developing resources, to implementing new practices 
based on new understandings in schools. These factors are routinely ignored, hidden 
or neglected by theorists and researchers of reform policies and practices. Through 
this study I am seeking to further understandings of the relationship between gender, 
emotion and subjectivity; to explore emotion as both a source of power, and a site for 
awareness-raising in terms of social justice; and to establish the need for recognition 
to be given to the gendered demands of emotion work in education. 
 
As emotion and emotion work emerged as crucial aspects of the study, the focus 
turned to the emotion work demanded particularly of professional women who 
undertook leadership roles during this period of major change. The understandings of 
emotion that inform my thesis derive from the works of Arlie Hochschild and Megan 
Boler. Hochschild argued that links exist among social structure, feeling rules, 
emotion management and emotive experience, and that because emotion is shaped by 
societal rules, emotions become the focus of personal and social management. 
Emotional labour, Hochschild explained, is silent work that involves evoking and 
suppressing feelings in one’s self and in others. Boler also supports the notion that 
emotions are integrally linked to culture, social class, race and gender, but further 
argues that, although similar patterns of gendered rules of emotion exist across 
cultures and ethnic groups, dominant cultures apply inconsistent norms and rules to 
different communities. Thus, as emotions are a site of social control, they constitute a 
mode of resistance to dominant cultural norms such as the imposition of authority. 
Boler argues that the dominant discourses of emotion that have controlled and shaped 
society are moral/religious, scientific/medical and the rational discourse of emotion. 
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My thesis, based in feminist poststructuralism, critiques the power inherent in the 
irreconcilable dualisms that, from the time of the Enlightment, have aligned emotion 
with the feminine and as the binary opposite of rationalism. These dualisms, 
naturalised in patriarchal societies, permeated the development and implementation 
process. Because dualistic thinking positions men as leaders and women as workers, 
the reform context failed to recognise and reward the essential work done by women. 
Thus gendered binaries served to sustain the hegemonic masculinity of the 
bureaucracy and failed to give recognition to emotion or emotion work. 
 
The methodology and data analysis are situated within a specific qualitative approach 
to research defined by Kamberelis and Dimitriadis (2005) as Chronotope IV. Central 
to this approach are Foucauldian understandings of discourse as more than text, and 
power as co-constituted in relationship to knowledge. The topics addressed in the 
analysis of the interviews are organised using Gee’s seven building tasks of language. 
Critical Discourse Analysis (CDA) is applied to reveal the language of affect, and to 
explore how different power relationships, established through the literacy reform 
process, created feelings of powerlessness and empowerment. Forms of injustice 
experienced by participants are identified using Nancy Fraser’s three dimensional 
approach to social justice encompassing the cultural dimension of recognition, the 
economic dimension of redistribution and the political dimension of representation. It 
is my contention that by juxtaposing Fraser’s framework with a theoretical 
understanding of emotion, analysis can be taken to the personal level, thereby 
enabling an investigation of injustice and the impact on those women and men 
involved. 
 
The findings of this study, focusing on gender, language, emotion and social justice, 
revealed that the discriminatory practices inherent in the operations of bureaucracies 
and the hierarchical structures of organisations restricted the capacity of women to 
contribute fully to reform. This study demonstrated that emotion is a significant factor 
in reform, for change initiates fear, frustration, anger and resentment, as well as 
positive feelings that come from recognition and success. I argue that the continuation 
of unjust practices negatively impacts on students’ literacy learning and that, because 
emotions are socially constructed and sites of resistance, efforts to improve students’ 
literacy must also take into account the emotional demands on teachers. Finally, 
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drawing upon Fraser, I contend that the thesis supports a re-invigorated feminism, 
where consideration of emotions and emotion work can lead to a gender-sensitive 
revision of democracy and justice. 
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Chapter 1: Shaping literacy reform 
 
We know that good PD is about teacher ownership of policy and not just implementation of 
policy, about reflective practice and experiential learning, about practice informed by 
research, about collegial networks with researchers as well as teachers, and about lifelong 
learning to maintain a vigorous, self-managing and informed profession (Blackmore, 1999a, 
pp. 35-36). 
 
As a beginning primary teacher (aged 19) in the early 1970s it took very little time for me to realise 
that teaching children to read was going to be one of the biggest challenges I would ever face. It 
possibly didn’t help that I had given scant attention to the teaching of reading for in my training I 
majored in Science then moved to secondary Maths/Science teacher training. I abandoned thoughts 
of a career in this sector however, after teaching practice, for I was attached to a Home Economics 
teacher who seemed to teach endless classes of industrial boys, many of whom were close to my 
age. As much as I enjoyed the semester of study, the thought of teaching classes such as I had 
experienced sent shivers down my spine. At mid-year I became a primary teacher and, because I 
was young, I was given an infant class. Equipped with some knowledge of phonics and the then 
popular Happy Venture readers, teaching reading was my biggest challenge. I was frustrated by the 
limited strategies upon which I could draw to assist those who ‘did not get it’ through the step-by-
step processes I had successfully mastered in the Infant Method classes at Teachers’ College and 
resolved to avoid infant classes if at all possible. In my sixth year of teaching, and my second in an 
established country school, I was fortunate to be guided and mentored by two experienced infant 
teachers as, for the first time, I faced the daunting task of taking 36 children through the whole of 
their first year of formal schooling.  
 
In the following years, in response to my concerns with the teaching of reading, I pursued this 
challenge through university studies in education and English, through engagement with different 
approaches to literacy and language teaching that included whole language, and through 
professional development opportunities such as ELIC
1
 and functional grammar. Eventually, during 
the 1990s and after twenty years of primary teaching, I returned to secondary teaching; this time, as 
an English teacher. By the time of Literate Futures I was an experienced teacher of all year levels, 
from 1-12. I was appointed as Education Adviser (Local Needs) Literacy in a regional town to work 
with a Learning and Development Centre (Literacy) (LDC) and the 40 state schools, both primary 
                                                 
1
 ELIC: The Early Literacy In-service Course for early years’ teachers was an initiative of Australia’s Federal 
Government during the 1980s 
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and secondary, that had access to it. This work provided a more holistic perspective on schools and 
education reform.  
 
My experiences during this time confirmed that the teaching of reading was problematic. There was 
a reliance on packaged reading programs that did not necessarily meet students’ needs, many 
teachers were not taking responsibility for the teaching of literacy to all students, and engagement 
with multimodal texts was challenging. It was evident that secondary teachers and upper primary 
teachers considered literacy the responsibility of lower primary teachers and that, in secondary 
schools, many thought literacy the responsibility of English and Learning Support teachers. 
Teachers in the early years accepted that literacy was core to their practice but did not distinguish 
this from the teaching of English. Reading Recovery
2
 was the antidote for underachieving students. 
These views were captured in the Literate Futures report (Queensland Government, 2000).  
 
In 2003 I moved to a newly established secondary school in Brisbane that catered for a significant 
number of students from a low socio-economic community where many came from non-English 
speaking backgrounds (NESB). My responsibilities included teaching English and working as 
literacy coordinator. At the time I believed that this role would be guided by Literate Futures, and 
that the guidelines provided in the resource would lead to the establishment of effective practices 
that would meet the needs of students in the 21
st
 century. Unfortunately the production of the CD-
ROM resource was delayed and there was no support for secondary schools available within the 
region. As I attempted to put the theory into practice I came to realise that the reality was very 
different. Improving literacy outcomes for secondary students who are socially and/or culturally 
disadvantaged requires far more than one teacher working in isolation. 
 
For all my experience, the challenge of diversity remained. Over the years of working in a range of 
schools and locations, students, especially those from Indigenous and migrant families in poor 
communities, taught me much about difference. I will never forget the looks of amazement on the 
faces of students from an inland community when they saw the ocean for the first time. I wondered 
what they had thought an ocean was like. Nor will I forget the reading activity in which I asked a 
group of secondary Pacifica and Viet student what the three-letter word ‘vex’ meant. The response, 
‘something you rub on your chest’, confirmed for me the importance of vocabulary and context, of 
cultural capital, and experience in students’ ability to make meaning from text. I wondered if other 
teachers realised that a lot of what we say possibly makes no sense at all to some students? I now 
                                                 
2
 Reading Recovery: an approach to literacy intervention for 5-6 year old children who are low achieving in literacy 
after their first year of school. It was developed in the 1970s in New Zealand by Marie Clay who defined reading as a 
problem-solving activity. 
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believe that learning to teach literacy is a career-long process for all teachers and their leaders and 
that teaching is emotional work for one’s sense of competency is strongly linked to the achievement 
of those for whose learning one is responsible.  
 
In this chapter I establish my reasons for pursuing the study of emotion as an indicator of social 
justice in the context of education reform. I outline my approach to data capture and analysis, and 
explain how this approach is situated within the broad field of literacy research. I provide an 
overview of each chapter and also include a brief summary of the findings of this study. 
A need to question 
My interest in the processes of reform stemmed from my personal experiences in different contexts 
associated with the Literate Futures reform. My work as Education Adviser (Local Needs) Literacy 
and as literacy coordinator had exposed me to a wide range of responses to the new focus on 
literacy ranging from outright hostility, particularly in secondary schools, to schools and individual 
teachers who demonstrated full commitment to the reform. As I reflected on my first-hand 
experience and intensive engagement with the implementation of Literate Futures I realised that the 
reform was highly complex, that it challenged deeply held beliefs and practices, and that it was 
being challenged in multiple overt and subtle ways. I therefore began to formulate questions that 
became the initial basis for this research. The questions that arose as crucial were: 
1. What insights into the emotion work of education reform does the Queensland Literate Futures 
story provide? 
2. What were the social justice implications of this reform? 
3. What impact did differing levels of 'emotional labour' have on key actors in this reform? 
 
What was Literate Futures? 
Literate Futures was a Labor Government initiative, part of a suite of innovative reforms aimed at 
better preparing students for successful participation in the knowledge-based economies predicted 
for the twenty-first century. In the period 1999-2000, under the leadership of Peter Beattie, the 
Minister for Education Dean Wells, senior public servant Terry Moran, and with guidance from 
Professor Allan Luke from The University of Queensland, Education Queensland embarked on the 
trial of New Basics
3
. Literate Futures was the strategic focus on literacy supporting this new 
approach to curriculum. To further guide the direction of literacy reform, Education Queensland 
engaged Professor Peter Freebody from Griffith University to conduct a review of literacy practices 
                                                 
3
 New Basics: a framework for curriculum, pedagogy and assessment that provided opportunities for students to 
develop the skills and knowledges for future changing economic, social and technological conditions.  
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in Queensland state schools. This resulted in the production of the Literate Futures—Report of the 
Literacy Review for Queensland State Schools (Queensland Government, 2000). Luke and 
Freebody, both experienced academics and researchers, sought to advance literacy understandings 
and practices through a socio-cultural-critical model of language that included multiliteracies. The 
purpose of Literate Futures was to address the teaching of reading in Queensland’s state schools 
and ensure practices aligned with the demands of life in the 21
st
 century. The focus areas were: 
 student diversity  
 whole-school programs and community partnerships  
 the teaching of reading 
 future literacies 
 
The development of materials initially involved officers from within the bureaucracy. Because the 
reform required expert knowledge of practice, a second team was brought in from schools to write 
the modules, develop resources, and present information as requested. It is particularly pertinent 
that the members of the team were all women whose duty it was to provide not only print-based 
resources, but also to utilise new technologies that included video footage of theory in practice. The 
resource, initially intended for the Learning and Development Centres—Literacy (LDCs), was 
packaged on CDs. 
 
My initial investigations revealed a highly gendered structure within and across the reform; simply 
put, men dominated the areas of academic, political and bureaucratic leadership, women were the 
writers and the vast majority of LDC co-ordinators were women. Those removed from positions of 
influence during the reform were predominantly women. Interviews revealed an unexpected degree 
of passion as participants described and reflected on their experiences even though, at the time of 
interviewing, five or more years had passed since the project was drawn to a close. I was surprised 
by the exceptional levels of emotion that became evident in the interviews and curious to 
understand why it was that so many people, particularly women, invested significant emotional 
labour into this reform. 
Significance of the work 
This study, focusing on emotion work and social justice within the context of literacy reform, is 
explored through the perspectives of women and men who undertook leadership roles in this 
bureaucratically managed reform. Their combined work, involving designing the reform, 
developing the resources, and implementing at the school level, presented a cross-section of the 
reform process. My study allowed participants to reflect upon their work, the success of the 
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initiative, and its place in relation to current trends. Literate Futures, as an approach to reform, was 
innovative and challenging, placing Queensland as a leader in the global push to improve student 
literacy capabilities. Thus the legacy of this multi-million dollar project is worthy of analysis. 
 
At the time, the impact of neoliberal policies and globalisation were shifting values and redefining 
work, resulting in new form of privilege and disadvantage (Bauman, 1998a). During the two 
decades prior to the new millennium increasing numbers of women had moved into leadership roles 
in education but politically driven changes to education created difficulties for many (Blackmore, 
2004a, 2005; Blackmore & Sachs, 2007; Langford, 1994). As a result, issues of gender that had 
previously been ignored in education policy research became a legitimate focus (Blackmore, 2005). 
In this study the stories of many of the women involved revealed injustice, not only in terms of pay 
and conditions, but also in terms of institutional expectations and professional opportunities. The 
paradox was that although research convincingly showed that the process of improving literacy 
outcomes required both a strong commitment to reform and a deep knowledge of effective practice 
on which to build that reform (Apple, 2001; Blackmore, 2010c; Elmore, 2006; Fullan, 1993, 
2000a), the knowledge, skills, and commitment of many women who understood the intent of the 
reform failed to be utilised in ways that could build expertise.  
 
Feminist concerns with the discriminatory nature of bureaucracies were confirmed in this study as 
the processes adopted within the Queensland Department of Education for the management of the 
reform sustained gender discrimination. Even though the women responsible for developing the 
resources worked long hours under immense pressure, timelines were not met. Issues with the 
Steering Committee responsible for the direction and implementation of the project caused delays. 
At the school level uneven access to leadership and knowledge meant many students did not benefit 
from the millions of dollars spent on the reform. A current review of the career trajectories of those 
involved at the different levels indicates that there were winners and losers in the game of literacy 
reform and that only two of the fourteen participants in this study now remain with Education 
Queensland. 
 
It was my observation that those who were passionate about their work were driven by strong social 
justice beliefs and a moral purpose to make a difference for students potentially trapped by 
intergenerational poverty and/or the intersection of poverty with other identified forms of 
disadvantage such as gender, race, class, disability and isolation. Thus a relationship between deep 
understandings of literacy and the professional commitment to making a difference for at risk 
students underpins this research. This study takes into account historical and changing 
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understandings of literacy, the manner in which it was addressed in this reform, as well as the ways 
in which significant players were situated within the reform. Literate Futures was a government’s 
response to global change within the unique context of the advent of the new millennium.  
Theoretical and methodological decisions 
My selection of theoretical and methodological approaches was ultimately determined by the 
centrality of language carrying emotion. Because most of those in leadership roles were women, I 
was drawn to feminist poststructuralist approaches in order to explore the relationships between 
gender, emotion, language, and the power of the hegemonic masculinity that defines 
bureaucratically initiated and led reform. There was also evidence that race, like gender, as “a 
compound of status and class” (Fraser, 2013b, p. 163), was implicated in social injustice. Ultimately 
this was an investigation into the social justice aspect of educational reform; a study within the field 
of policy sociology. As a literacy educator I now see clearly that literacy for all is impeded when 
the knowledge and experiences of some groups, in this context, women, are not valued, utilised, or 
recognised as a resource on which to build professional practice. This is significant in the current 
context where literacy data are compared at a global level. 
 
The central tenets of feminist poststructuralism, encompassing language, emotion, and power in 
struggles for justice, do not apply to women only (Fraser, 2013b). This suited my goals as men were 
strategically involved in the reform. The selection of theories that would determine my approaches 
to key elements—language, emotion, power, social justice—initially appeared overwhelming. It 
was with a sense of relief that I read Kamberelis and Dimitriadis (2005, p. 2) who set out “to 
explore why things seemed to be so multiple, complex and even contradictory” in qualitative 
inquiry. Their application of the Bakhtinian/Einsteinian notion of chronotopes provided a means for 
refining my approach to analysis of a project in which I too, had been a player. The term 
‘chronotope’, selected in preference to ‘paradigm’ by Kamberelis and Dimitriadis (2005), 
foregrounds the actors and agents central to the policies, theories, and practices, of literacy reform. 
Its literal meaning, ‘time-space’, encompasses the multitude of contributing factors: “the ideas, 
discursive and material practices, social and political forces” (Kamberelis & Dimitriadis, 2005, p. 2) 
that underpin research in a particular cultural and historical context. Kamberelis and Dimitriadis 
(2005, p. 25) explain that “to understand and describe a chronotope thus requires a reconstruction of 
its context” and that the “dimensions of being become embodied in the people who work within a 
chronotope such that they become part of the chronotope itself”. I had been immersed in the 
practices and beliefs of literacy reform; this was my world. However, it was my personal experience 
of loss and bewilderment that motivated the intellectual work of the thesis. Likewise, the 
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participants in this study were policy actors, curriculum authors, practitioners, and public identities 
whose embodied work and reflections on their experiences I describe and analyse in the thesis. The 
chronotopic grounding of my methodology, therefore, enabled me to explore the intersection of this 
highly personal and visceral aspect of the reform, along with its historical and institutional context. 
 
The history of qualitative inquiry reveals a myriad of extant methods as well as an expanding field 
of approaches. From their systematic study Kamberelis and Dimitriadis (2005) identified four 
primary chronotopes of inquiry that currently have leverage in contemporary educational research 
into literacy. These are: 
Chronotope I: Objectivism and representation 
Research in Chronotope I is based on a belief in scientific truth which is rational and objective. 
Language is considered as neutral, a tool for representing facts about what is observed in the 
external world. This chronotope applies to language and literacy research methods utilised in fields 
such as psychology that seek to measure variables that affect ability. This approach does not 
acknowledge that in a given context, language carries the writer’s/speaker’s intentions and that 
language can produce effects on audiences. 
Chronotope II: Reading and interpretation 
Research in Chronotope II recognises that language is semiotically and dialogically constructed, 
that knowledge and truth are determined by the perspectives and conditions of those involved. It 
does not seek to generate foundational knowledge but to “refine and deepen our sense of what it 
means to understand other people and their social practices (including language and literacy) within 
relevant contexts of interaction and communication” (Kamberelis & Dimitriadis, 2005, p. 33). This 
approach, based in hermeneutics, assumes the social constructionist understanding of language as 
the most powerful means available to a subject for constructing meaning about the world. A central 
belief is that language practices constitute both individual and community identities (Kamberelis & 
Dimitriadis, 2005, p. 35), a belief that has had significant influence on approaches to the teaching of 
literacy; for example, Shirley Brice Heath’s “Way with words” (Heath, 1983). Research in 
Chronotope II does not address the larger social, political and economic forces that determine which 
language and literacy practices operate or are available to those involved. Nor does it address the 
ways in which the dialogic is complicit with the hegemonic structure of power in which it is always 
embedded (Kamberelis & Dimitriadis, 2005, p. 36). 
Chronotope III: Skepticism, conscientization, and praxis 
Research in Chronotope III, based in critical social theory, is sceptical about truth. Researchers seek 
to interrogate how ideology functions to naturalise and privilege some forms of knowledge and 
“ways of being” in the world. This includes the critical reflective work of Friere that seeks 
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emancipation through social action (conscientization). Research in Chronotope III is underpinned 
by Neo-Marxism and Habermas’ view that rationality is a social, dialogic process with political and 
ethical dimensions, a mode of thinking/being that has enabled social movements such as second-
wave feminism and civil rights to succeed. Habermas was able to account for “how language is a 
constitutive force both in generating shared understandings and in the exercise of power and 
domination” (Kamberelis & Dimitriadis, 2005, p. 40). The praxis element involves reciprocal 
relationships between researchers and research participants in order to advance the interests and 
points of view of both academics/intellectuals and those who are the focus of the study/workers.  
 
At the heart of Chronotope III are issues of human freedom and emancipation. In comparing 
Chronotopes II and III Kamberelis and Dimitriadis (2005) argue that “Chronotope III more 
effectively accounts for the ways in which discourse, ideology, and power interact and often work 
against the production of freer, more democratic, and more ethical forms of social life” (Kamberelis 
& Dimitriadis, 2005, p. 43). Research in Chronotope III has focused on action research. This was 
the favoured approach to professional learning promoted through Literate Futures as it involved 
teachers in critical reflection of their practice in order to bring about change. 
Chronotope IV: Power/knowledge and defamiliarization 
Research in Chronotope IV strongly aligns with postmodernism and poststructuralism. It is based 
on the understanding that knowledge and power are co-constitutive and always intimately linked 
(Kamberelis & Dimitriadis, 2005). Understandings of the relationship between knowledge and 
power derive from the work of Foucault, responsible for the term power/knowledge. Foucault 
argued that knowledge exists within “games of truth” determined by the “regimes of power” 
operating. To Foucault, power inhabits everyday practices. Knowledge and truth are effects of 
power for it operates directly in concrete ways not mediated by consciousness, representation, or 
ideology (already the effects of power).  Furthermore, people are always complicit in the 
construction of asymmetrical relations of power and assigning differential value to various subject 
positions, even when attempting to challenge or subvert oppressive power relations (Kamberelis & 
Dimitriadis, 2005, pp. 46-47).  
 
Power is considered as “a productive network that runs through the whole social body” (Kamberelis 
& Dimitriadis, 2005, p. 46) Foucault acknowledged power asymmetries (derived from institutional 
affiliations) exist, but these are not determined once and for all. 
The concrete practices in which people engage and in which power is produced and 
circulates are always situated within larger, institutionally informed arrangements of power, 
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and these arrangements often “operate behind our backs,” disposing us to position ourselves 
in specific ways and not other ways (Kamberelis & Dimitriadis, 2005, p. 47). 
Although the relational nature of power implicates individuals in the construction of power 
relations, it also recognises that subjectivity is not solely determined by power relationships even 
when agency is limited and constrained (Kamberelis & Dimitriadis, 2005, p. 47). Foucault situates 
the subject within discourses that, he argues, are more than linguistic or textual but “grids of 
specification” or forms of power that work to position the individual in relation to the social. 
Foucault therefore advocates for a theory of contexts that embraces language and texts along with 
other facts, data, and forces that produce “truth effects”. Issues of class, race, and gender feature 
strongly in discourse. Further factors influencing subjectivity include the sedimented institutional 
discourses that provide both the possibilities for, and limits of, our lived experiences and the 
predispositions and habits unique to each individual. Habits and predispositions however, allow us 
to avoid critical reflection about ourselves, our languages, and our world (Kamberelis & 
Dimitriadis, 2005, p. 49).  
 
Research conducted within Chronotope IV aims to expose the possibilities and consequences of 
various discourses and includes the ideologies, practices and preferences associated with these. 
Kamberelis and Dimitriadis (2005, p. 53) describe the approach required as conjunctural analysis 
and explain that it involves the scrupulous mapping of an event, of its topologies or contexts, to 
identify the discursive and material forces that intersected to produce the event and its truth effects. 
It involves exploring accounts of what happened, identifying the effects of what happened, and 
considering what could have happened under different circumstances. Self-reflexivity is integral as 
it allows both the researcher and the researched to question, to engage in acts of defamiliarization in 
relation to each other, to be transformed by the process of self-reflection and mutual reflection with 
the other. As I was an engaged participant within the context of this research and many of the 
interviewees were work colleagues with whom I have on-going conversations related to my 
research, this study is predominantly situated in Chronotope IV. 
 
For feminist research to move forward there is a need to defamiliarize the familiar in order to 
achieve the personal understandings required to address the (mis)recognition, (mal)distribution and 
(mis)representation that constitute injustice (Fraser, 2009). There are benefits in using different 
lenses through which to view the social world. 
In contrast, the more I research, the more I come to see the social as complex, multi-
facetted, elusive or as Bourdieu et al. (1991, p. 259) puts it, ‘complicated, confused, impure, 
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uncertain’, consequently parsimony seems dangerous and limiting, and two theories almost 
always better than one (Ball, 2006, p. 2). 
Understanding literacy reform in its entirety requires more than a focus on texts. It is increasingly 
evident that the broader economic and social contexts, the topologies in which reform is situated, 
determine the outcomes and that there are human costs involved. In taking account of the 
multifaceted nature of literacy reform, this study seeks to establish that the emotion work required 
of those entrusted to lead must be given recognition.  
Methods 
This research is a qualitative study based on interviews with people who were in leadership roles 
responsible for some aspect of Literate Futures. To facilitate analysis, I have grouped data using 
Blackmore’s levels production, circulation and reception (2010c, p. 103) as follows: 
 Discourses of production: senior bureaucrats and academics responsible for designing and 
enabling the reform  
 Discourses of circulation: producers of the resources—those who were the writers  
 Discourses of reception: school-based personnel—those entrusted to lead the focus on 
literacy with school principals and teachers. 
I have adopted a Critical Discourse Analysis (CDA) approach to data analysis, drawing on 
Halliday’s functional model of language to analyse how those involved talked about their 
experiences. This, in conjunction with Gee’s seven point framework of communicative purpose, 
provided a systematic approach to analysis that went beyond the linguistic or textual to 
accommodate the material forces operating. Through identification and analysis of the language of 
affect and appraisal, I sought to uncover emotions that reflected how participants felt about their 
role/s and their perceived successes and failures. Understanding emotions as effects of power 
allowed for interrogation of data to reveal institutional injustices. 
 
Goals 
Although the Department of Education is the recipient of a considerable portion of government 
money, there has traditionally been no culture of reflection. Historically, new initiatives have been 
rolled out in response to government imperatives, usually in response to popular opinion expressed 
through the media. Government departments are known to have a history of oppression; evident in 
the presence of discriminatory practices sustained through the hegemony of masculinity (Franzway, 
Court, & Connell, 1989). It would appear that the voices of women caught up in reform agendas 
have historically been silenced and/or ignored. I am indebted, therefore, to those brave enough to 
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share their stories and, in doing so, revealing “truth effects” in terms of the emotional dimensions of 
reform. The goals of my thesis include demonstrating how emotion signals injustice, to seek more 
than sympathy, and to initiate change. 
 
Overview of chapters 
Chapter 1: Reading between the lines of literacy reform: Who and what count?  
This introduction sets out the context, identifying the purpose of the thesis. It provides details of the 
Literate Futures reform that include the background, the key players, the approach to reform 
adopted, resources provided, and factors influencing the impact of the reform. I also outline 
perspectives gained from my involvement in different roles. Theoretical and methodological 
approaches are also explored and findings outlined. 
 
Chapter 2: Mapping topologies 
This chapter addresses two significant contexts that impacted on the reform: changing 
understandings of literacy and the role of women in education. It includes historical and 
contemporary national and global perspectives into literacy, literacy policy, and leadership. Because 
women have traditionally been responsible for the teaching of functional literacy, that is, basic 
reading and writing skills, the history of women in education is a necessary backdrop for 
contextualising literacy reform. Details of the intent, resources and processes included in Literate 
Futures are explained.  
 
Chapter 3: Feminism, emotion and social justice  
The foci of this chapter are the empirical and theoretical data on emotion explored through the 
works of Arlie Hochschild and Megan Boler. From these theorists come understandings of 
emotions as socially constructed and sites for resistance. The significance of emotion in educational 
contexts is supported through the exploration and analysis of Nancy Fraser’s three dimensional 
approach to justice. Fraser’s framing of injustice as resulting from (mis)recognition, 
(mal)distribution and (mis)representation provides a structure for identifying the impact of practices 
that constitute injustices. 
 
Chapter 4: Methods  
The project design and description of methods are outlined and explained. This includes the 
participants, the type of data collected and approach to data analysis adopted. Situated within 
Chronotope IV, this study is feminist poststructural, informed by Foucault’s conceptualising of 
power. The centrality of language in poststructuralism favours a critical discourse analysis. 
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Halliday’s Systemic Functional Linguistics and Gee’s “seven building tasks of language” (1999a) 
provide the framework for text analysis.  
 
Chapter 5: Developing a literacy policy for the 21st century  
The work of shaping and developing literacy policy in response to the government’s increasing 
concern about the capacity of the state to maintain economic security in a globalised world fell to a 
team in the central bureaucracy. Allan Luke, whose reflections are central to this chapter, was the 
face of the reform. The chapter also includes the reflections of two women; an interstate academic 
who worked as a critical friend to the project, and a Queensland officer who was a member of the 
advisory group. Further details of the context come from a Director General of Education and an 
academic, both of whom contributed to the project. The reflections of these key players, 
representative of the discourses of production, provide an insight into the challenges associated with 
decision making within an education bureaucracy. 
 
Chapter 6: The writers and their work  
The conditions under which those who were given the task of producing the materials and resources 
for LDCs and schools worked revealed the highly gendered nature of reform. In effect, men spoke; 
women wrote. Michele Anstey, as leader of the second writing team, provided insightful reflections 
on the conditions under which her team worked. The evidence from the discourses of circulation 
suggests that beliefs and values stemming from the time of the Enlightment continued to endure and 
influence bureaucratic practice. Entrenched and deeply held beliefs naturalised the demand for 
emotion work of women and worked to their detriment in the context of reform. 
 
Chapter 7: From theory to practice and what really happened in schools 
In schools, the process of change made demands on teachers as well as school leaders. 
Accountability included, for the first time, the development of whole-school literacy plans that were 
based on school data. This chapter, based in the discourses of reception, includes seven case 
narratives that capture the perspectives of women who held significant leadership roles across the 
state. These included LDC
4
 co-ordinators, school principals, a District Director and education 
consultants. Analyses focus on the emotion work of leadership during a period of change, resistant 
practices endorsed through the hegemony of masculinised bureaucracies, and the destructive 
influence of the demands of neoliberalism in education.  
 
 
                                                 
4
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Chapter 8: The equity myth: A gendered reading of literacy reform  
Conclusions drawn, and implications resulting from this study are discussed under themes that 
emerged from the three framing questions:  
1. What insights into the emotion work of education reform does the Queensland Literate 
Futures story provide? 
2. What were the social justice implications of this reform? 
3. What impact did differing levels of 'emotional labour' have on key actors in this reform? 
 
The findings of this research, derived from examination of the relationships between gender, 
emotion, language and social justice, confirm that discriminatory practices remain inherent in the 
operations of bureaucracies and through the hierarchical structures of organisations. It was evident 
that women were assigned much of the difficult and challenging work, and that injustices were 
political, economic, and social. Women were denied recognition for their work, failed to receive 
economic reward for their contribution and, because they were rendered voiceless, had no 
opportunity to speak about the work and the conditions that affected them. Issues relating to race 
also emerged. 
 
The research confirmed that gendered binaries operating in the language of patriarchal societies 
permeated the development and implementation process and served to sustain the hegemonic 
masculinity of the government bureaucracy. Because dualistic thinking positions men as leaders and 
women as workers, the reform context failed to recognise and reward the essential work done by 
women. It also failed to acknowledge and respond to the associated emotions, predominantly 
frustration and anger, felt by those doing the essential emotion work associated with change. 
Drawing on Nancy Fraser’s approach to social justice, denial of oppression as identified through the 
emotions associated with the work, constitutes a violation of social justice.  
 
The limitations of the research are discussed, in particular the effect of Education Queensland 
preventing any broad consultation in schools. As the study of emotions as culturally and socially 
determined is an emerging field in education, there is extensive potential for further research. My 
suggestions are based on observations and findings from within this study. 
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Chapter 2: Mapping topologies 
Educational theory and administrative practice have been dominated by men, who have 
acted as ‘gatekeepers’ in setting the standards, producing the social knowledge and 
decreeing what is significant, relevant and important in the light of their own experience. 
Historically, the consolidation of male hegemony in administration is also connected to the 
coincidence of the expansion of bureaucratic organisation in education, the feminisation of 
the occupation, and the emergence of teaching as a ‘semi-profession’. Gender, therefore, 
cannot be separated from the ways in which children are taught, schools have been 
organised, and curricula have been shaped (Blackmore, 1993, p. 27). 
 
The previous chapter established that Literate Futures was a significant literacy reform of the new 
millennium initiated by the Queensland Government to address the need for state workforces of the 
future to be literate enough to take advantage of global advances in technology for economic gain. 
This chapter, addressing the topologies or contexts that influenced Literate Futures, explores the 
historical context that drove and shaped the literacy reform and the social/cultural context of 
education that has constructed teacher identities in classed, gendered, and racialised ways. It then 
elaborates on the Literate Futures reform itself, demonstrating that the policy process drew on 
contemporary understandings of literacy as well as historical practices, particularly in relation to 
gender. The focus of this chapter is to establish that, because successful participation in twenty-first 
century society requires much more of education than functional literacy, issues of equity must be 
identified and addressed, as I have previously argued (K. Bishop, 2013). 
 
The historical topology: Literacy as social management 
Women as teachers 
Across the globe teaching has been, and continues to be, a field of employment that attracts more 
women than men. From the first Dame schools established in Western cultures in the late 17
th
 
century to the present, it has predominantly been women who have accepted responsibility for 
educating the young (Blackmore, 1992; Clarke, 1985; Theobald, 1999). Yet the history of women’s 
employment as teachers in English speaking countries reveals that the conditions of work have been 
subject to systemic oppression through the dominance of androcentric practices.  
The vilification of the ‘dame school’, the incorporation of women into state school systems 
as a subordinated workforce, the ‘marriage bar’, the long struggle for equal pay and 
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promotion rights with male teachers, the ‘feminisation’ of the workforce, are important 
elements of the whole story of teaching (Connell, 2009, p. 10). 
It has been argued that State education bureaucracies established during the early years of the 
twentieth century were built upon “the legislative ‘defeat’ of female teachers by male bureaucracies 
in the nineteenth century” (Theobald, 1999, p. 9). The legal parameters that defined women’s 
employment as teachers were gendered, denying women equal rights with men to pursue a career in 
education. The system of educational administration that emerged provided an inbuilt reward 
system of promotion and leadership for privileged men: white males from English speaking 
backgrounds. This bureaucratic structure, grounded in bourgeois capitalist views of the family as 
“an emotional and moral haven”, cemented a gender divide that equated masculinity with technical 
rationality and femininity with private and affective relationships in education (Blackmore, 1992, p. 
33). As a result, unequal gender patterns in the distribution of men and women in educational 
administration and classroom teaching were established, with women predominating in the least 
desirable roles (Lingard, Hayes, Mills, & Christie, 2003, p. 72). In schools female teachers taught 
the younger students and girls, while men managed older students and supervised the younger 
women teachers. The surveillance of women by men, undertaken through inspectorial systems that 
continued into the latter half of the 20
th
 century, placed greater emphasis on the moral rather than 
the intellectual capabilities of the female teacher (Logan & Clarke, 1984). As approaches to 
pedagogy and outcomes of learning were of secondary concern, schooling was in effect, primarily 
about establishing a docile, regulated and work-oriented society (Graff, 1995).  
 
The Queensland way 
Historically, education policy in Queensland was concerned with providing access to education; 
initially primary education in the nineteenth century, then later secondary education to the mid 
twentieth century. Because education has always been aligned to some degree with economic 
factors and in a time when the economy relied predominantly on primary industries, education was 
viewed as of little worth to the majority of citizens. Logan and Clarke (1984) record, in the 1890s, 
initial opposition by the Department of Public Instruction to the expansion of secondary education 
by the Under Secretary and General Inspector who argued that: 
The State can only absorb a certain quantity of highly educated labour and if it spends the 
years of its young people in the pursuit of higher education, there will be loss as these young 
people find themselves forced to fall into the ordinary avocations of life (p. 6) 
For decades, because the economy was based in primary industries, the majority of Queenslanders 
had limited access to learning beyond what was offered by local primary schools.  
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The 1888-89 royal commission into the civil service found education in Queensland suffered from a 
centralised bureaucratic system, stultified curricula, poorly trained teachers, no state secondary 
schools, and the lack of a university (Story, 1990). In response to this, in the early twentieth century 
the public service, under the direction of J.D. Story, worked to establish a university, teacher 
training facilities, the first six secondary schools in regional towns, and expanded technical 
education. Story advanced the view of education as “a democratic tool giving those with will and 
ability the chance to progress” and proudly wrote in his State Education in Queensland (1915): 
“secondary education in Queensland is free to those who prove their fitness … it is just as possible 
for the son of the wharf-labourer, the sugar-worker or the shearer to enjoy a full course of secondary 
education as for the son of the shipowner, the sugar-planter or the station-owner” (Story, 1990). The 
omission of girls in documents at this level reflected gendered attitudes that restricted opportunities 
for women, indicating that educating boys was seen to provide a greater benefit to the economy and 
society than educating girls. Issues of class were addressed ahead of gender and race. Until the 
1970s Queensland’s state education, like that of the other states in Australia, was managed through 
a government department that provided “one of the most centralised systems in the western world” 
(Lingard, Hayes, & Mills, 2002, p. 7).  
 
Women’s work 
For women in the 1800s teaching was the only profession available that was considered respectable 
and offered financial security, even though salaries were meagre. Women were paid less than men 
on the grounds that they did not have the “physical and intellectual endurance of their male 
colleagues” (Clarke, 1985, p. 7). Such views persisted despite examination data from that time 
showing that many women who entered teaching were more academically able than the men. In 
1893, citing recent teacher examinations in which 63% of females and 42% of males passed, 
George Jackson MLA commented that “it was difficult to support the discrepancy in wages because 
the male teachers did not have a superior intellectual capacity.” (Logan & Clarke, 1984, p. 15), yet 
the practice continued for many decades. Women taught large groups of children in infant classes
5
, 
worked in isolated communities and under difficult conditions, and became the first to teach 
students with intellectual disabilities. Throughout this time, because the selection process was based 
on gender rather than merit, women were exploited, their capabilities not officially recognised, and 
opportunities for advancement denied. From 1902 until the 1970s women teachers in Queensland 
were forced to resign upon marriage and were paid 60% of the male wage. Through a series of 
changes in school structure which involved the phasing out of infant and girls’ schools, 
                                                 
5
 Emerald 1922: the male head taught 19 pupils in one class while a female assistant taught 69 in three classes (Clarke, 
1985, p. 29) 
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opportunities for women to achieve promotion were increasingly restricted. For many decades it 
was also considered inappropriate for women to be in a position of authority over men. Data show 
that women’s participation in education fluctuated in response to social and economic factors such 
as wars and depressions, with more men entering teaching when work in other fields was difficult to 
find. Women constituted the back-up source, were relegated to the most difficult work, and paid a 
pittance for their efforts. The Queensland Teachers Union (QTU) was not always supportive of 
women’s claims, particularly if male privilege was threatened. 
 
Yet the early years of state education in the vast and sparsely populated state of Queensland relied 
upon women, trained through the pupil-teacher program and often as young as 17, to manage 
provisional schools; those with an enrolment of less than 30. Although both men and women were 
initially appointed to these schools, it soon became apparent that women were more adept at the 
work. As a result the department’s policy was to send women to such schools. The difficulty of the 
work and poor salary received led John Anderson, Under Secretary for Public Instruction, to liken 
the work to that of missionaries in “sordid surroundings” (Clarke, 1985, p. 9). It became 
departmental policy to replace the woman teacher with a married male classified teacher when the 
enrolment exceeded 30. At this point a house was provided for a married male teacher. Women thus 
acted in a caretaker mode until schools were ready for a male teacher to take charge.  
 
Women teachers however, did not passively accept the bias of the education system. Theobold has 
ascertained that the women who taught in remote and isolated communities in Australia “were 
sullen, resentful and ingenious in their efforts to return to the cities and provincial towns” (1999, p. 
19). Her research revealed that “nineteenth century teachers …were a disorderly lot: they wrote 
often to their employers—about schoolhouse and residence, about headteachers, about parents and 
about salaries. They pressed their case through departmental inquiries, through parliamentary 
committees and even through the courts” (1999, p. 19). Clarke (1985) records that protests over 
conditions of employment continued throughout the 20
th
 century but the only real advances for 
women coincided with the first and second waves of feminism. Without this broader support 
initiating social change, little progress was made.  
 
The legacy of J.D. Story 
From 1902 to 1940 J.D. Story, in his roles as Chief Clerk, Under Secretary of Education (1906 to 
1929), Public Service Commissioner, and adviser to the Premier and Ministers (1920-1939), 
strongly influenced education policy. Story stated that “women in the public service should fill the 
lower jobs. The higher positions should be filled by males for economic and administrative reasons, 
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and because of their family responsibilities” (Clarke, 1985, p. 30). Thus males benefitted from 
positive discrimination with many male teachers openly prejudiced against women as head teachers. 
Story discouraged male teachers from supporting women’s claims for equal pay by raising fears that 
men’s wages would drop and that women would compete with men for school leadership positions 
(Clarke, 1985, p. 34). Under Story’s leadership women continued to be put in charge of one-teacher 
schools and provisional schools, but the Department refused to put a woman in charge of mixed 
schools with a staff (Clarke, 1985, p. 30). Story’s resistance to legislation designed to redress the 
inequities encountered by women was grounded in the belief that such legislation would infringe 
upon the previously held rights of males (Douglas, 1995). 
 
In the years following World War II secondary education expanded in response to increasing 
population growth and affluence, rapid scientific and technological advances, and shifts in the 
workforce from primary and secondary industries to clerical, administrative, and professional 
occupations. The increase in demand for secondary education opened up more opportunities for 
women with secondary teacher training scholarships offered to women from 1963. The Radford 
Committee’s 1970 report led to the abolition of external examinations and provided a window for 
more student-focused curriculum development at the local level. In the period from 1940 to 1983 
however, the number of women in leadership declined to an all-time low (See Appendix 1). In 1983 
6% of all principals were female and less than 1% (0.6%) of female teachers were in charge of 
schools (Clarke, 1985). These data led to government initiatives aimed at redressing the significant 
imbalance that had become so evident. 
 
The history of education in Queensland demonstrates that gendered norms worked against women, 
restricting promotion and long term employment. The practices, derived from beliefs such as 
women are less intellectually able than men, that marriage is a woman’s true vocation, and that 
women are responsible for the moral, spiritual, and interpersonal aspects of the broader society, 
regulated conditions of employment from the late1800s (Clarke, 1985). Even under these conditions 
many young women from working-class backgrounds were attracted by the opportunity for upward 
mobility that teaching offered. Connell (2009, p. 10) claims that opportunities for those from ethnic 
backgrounds were restricted for much of the twentieth century even though Australia’s society was 
becoming increasingly culturally diverse. Racialised norms also applied in education. 
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The social topography: Literacy as a national issue 
History shows that, since the fifteenth century, governments have made concerted efforts to 
improve the literate capabilities of citizens (Graff, 1995; A. Luke & Freebody, 1997). The current 
global focus on literacy is therefore not the first time literacy has become a major political issue but 
yet another of the on-going waves of literacy reform that have taken place over the centuries. 
According to Graff: 
What may be said of literacy campaigns is that, both historically and comparatively, they 
have formed part of larger transformations in society. These transformations have attempted 
to integrate individuals into more comprehensive political and/or religious communities. 
They have involved the mobilisation of large numbers of learners and teachers by 
centralising authorities, who have used elements of both compulsion and social pressure to 
propagate a particular doctrine (1995, p. 270).  
From this perspective literacy reform constitutes a means of social control. Graff further argued 
that, because these reforms have included a ‘civilising’ component addressing personal, moral, 
attitudinal, and behavioural characteristics; literacy reforms can be seen as one means by which 
governments regulate populations (1995, p. 320). 
 
In Australia the year 1990 was designated as International Literacy Year (ILY). This, Christie 
(2005) claimed, triggered a new wave of perceived “crisis” and “decline” in schools and initiated a 
renewed focus on literacy that sought to address the projected impact of new technologies and their 
unprecedented power in a global context. Furthermore, in response to growing understanding of 
socio-cultural factors and the influence of poststructuralism, functional grammar and critical 
literacy entered curricula. These were manifestations of the profound shift that was occurring in the 
understanding of, and approaches to, the teaching of literacy, and were not part of public or political 
discourse. The Literacy Position Paper produced by the Queensland School Curriculum Council 
(QSCC)
6
 drew on the 1997 definition from the Ministerial Council on Education, Employment, 
Training and Youth Affairs (MCEETYA) and provided the following definition: 
Literacy is the ability to read and use written information and to write appropriately in a 
range of contexts. It also involves the integration of speaking, listening, viewing and critical 
thinking with reading and writing and includes the cultural knowledge which enables a 
speaker, writer or reader to recognise and use language appropriate to different social 
situations (QSCC, 2002, p. 2). 
                                                 
6
 QSCC: The Queensland School Curriculum Council was the body responsible for P-10 curriculum at that time. 
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This definition acknowledged that social purposes and cultural practices influence and determine 
literacy practices. It did not, however, explicitly identify the growing communications technologies 
that were profoundly affecting people’s private and working lives. 
 
In response to the perceived literacy crisis, the Australian Federal Government, under the 
conservative leadership of John Howard, took steps to implement national testing, initially for 
Years 3 and 5. David Kemp, Minister for Schools, Vocational Education and Training at that time 
invited the Australian Council for Educational Research (ACER) to produce the document Literacy 
Standards in Australia (Masters & Forster, 1997) to inform the benchmarks process and to provide 
information about the performance standards of Australian school children in reading and writing. 
The mandate for national testing was clear.  
The results show that while some students are achieving high literacy standards, a 
disturbingly high number of Australian school children are failing to meet a minimum 
acceptable standard in literacy. It is essential that Australian schools take up the challenge 
and set in place strategies which will ensure that every child develops sound literacy skills. 
This challenge must be met for the sake of our children and Australia’s future (Masters & 
Forster, 1997, p. 4).  
 
The report linked low levels of literacy to behavioural problems in the classroom, the likelihood of 
finishing formal education before Year 12, and unemployment after leaving school. It paved the 
way for federal governments to implement practices similar to those adopted in England and the 
United States. Teachers became a target. 
 
Diversity 
While this political response clearly placed the responsibility for addressing literacy outcomes with 
schools in a simplistic and unproblematic way, a number of Australian researchers were making 
strong links between literacy, poverty, and social justice. A more informed understanding of the 
complex intertwining of factors that influence literacy and language acquisition was emerging 
through the work of researchers such as Barbara Comber, Pat Thomson and Richard Teese. From 
her work with students in disadvantaged areas in a post- industrial city, Thomson (2002) argued that 
typical government policies in the Western world were not working, and that they were helping to 
create a permanent underclass. Thomson argued that approaches that focused on narrow educational 
outcomes, for example; spelling, reading, and writing, as demanded through national testing 
programs, penalise disadvantaged schools. Luke too had found that the single biggest indicator of 
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students falling below the benchmark for reading in Queensland was postcode. In his view “the 
single biggest determining influential factor appeared to be poverty” (2001, p. 10).  
 
This concerning link between low literacy levels and poverty was confirmed by the 2005 PISA data 
which showed that, although Australian students were ranked amongst the highest in the world 
second to Finland, Australia had a ‘long tail’ made up of students from disadvantaged communities 
(Organisation for Economic Co-operation and Development, 2005, p. 147). Analyses of data 
identified that students from high socio-economic backgrounds met the standards expected in 
national testing programs such as the Year 3, 5 and 7 tests more often than students from low socio-
economic backgrounds, and that students from English language backgrounds met the standards 
more often than students from language backgrounds other than English (MCEETYA, 2004). 
Further disaggregation of data (Pegg & Panizzon, 2007) showed that students in provincial cities 
achieved at rates comparable to metropolitan students, significantly fewer students in remote and 
very remote locations achieved national benchmarks, and the gap widened across the years of 
schooling.  
 
Many Indigenous students for whom English is a second language reside in remote locations. Such 
students are multiply disadvantaged because of social, cultural and economic factors. The 
Queensland School Reform Longitudinal Study (QSRLS)
7
 found that students in secondary schools 
in low socio-economic areas and with higher percentages of Indigenous students were exposed to 
lower levels of productive pedagogy than other students (Queensland Government, 2001, p. 8). 
Schools in these communities were more liable to have high staff turnover, high numbers of 
beginning teachers and first time leaders, high student mobility, and increasing numbers of students 
with special needs (Hayes, Mills, Christie, & Lingard, 2006, p. 194) Equity, in terms of access to 
high quality instruction, was identified as a significant issue in Queensland’s schools.  
 
The National Inquiry into the Teaching of Literacy (Australian Government, 2005a, 2005b) 
acknowledged the considerable diversity in the life experiences of children in Australian schools. 
This inquiry, conducted by Ken Rowe, primarily focused on the teaching of reading and favoured a 
skills approach. Little attention was given to the teaching of writing and the importance of oral 
language in learning. Rowe argued that during the early years of schooling students must first 
                                                 
7
 The Queensland School Reform Longitudinal Study (QSRLS): commissioned in 1997 by Education Queensland, the 
purpose was to investigate the possible relationships between school-based management and enhanced student 
outcomes In this study, carried out during 1998―2000, the teaching and assessment practices in 250 primary and 
secondary classrooms in 24 schools in Queensland were examined and compared (Department of Education, 2001). 
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master the alphabetic code through systematic, explicit, and intensive instruction in phonemic 
awareness, phonics, reading fluency, vocabulary, and reading comprehension strategies (Australian 
Government, 2005b, p. 25) The research basis for this favoured Chronotope I. Rowe was critical of 
Luke and Freebody’s Four Resource model claiming that it lacked supporting evidence-based 
research and that none of the four practices was sufficient for literacy competence (Australian 
Government, 2005b, p. 26). This interpretation ignored the intent of the Four Resource model and 
promoted a pathological approach to the teaching of reading considered to be sympathetic to the 
views of linguists, cognitive psychologists, and other health professionals (Australian Government, 
2005a, p. 1). There remained denial of the contribution of social and cultural capital to success in a 
schooling system grounded in middle-class values and practices. 
 
It would seem that Australian Federal Governments have been keen to adopt practices similar to 
those taken up by Great Britain and the United States even though PISA data for those countries 
remain inferior to Australia’s. The Conservative Howard Government’s approach mirrored the No 
Child Left Behind Act which focused on making schools accountable for results, giving states and 
communities more freedom in distributing federal funds, using educational methods with 
demonstrated efficacy, and giving parents more options regarding school choice (Poyner & Wolfe, 
2005). Likewise, America’s National Reading Panel and Australia’s National Inquiry into the 
Teaching of Literacy both reduced effective reading instruction to phonemic awareness, phonics, 
fluency, vocabulary, and comprehension (Australian Government, 2005a; Poyner & Wolfe, 2005). 
This placed all responsibility for literacy improvement with teachers. 
 
Reading: A contested field  
As explained earlier, the teaching of reading has historically been women’s work. In schools in 
many countries, it is women who assist the young to bridge the gap from the discourses of home 
and community into the discourses of schooling and the complex world of print. In academia, the 
teaching of reading in the early years is now recognised as a specialised field informed by research 
into children’s growth and development, particularly in language (Christie, 2005; Halliday, 2009); 
the reading process (Hirsch, 2003; Paris, 2005); and the critical influence of social and cultural 
factors (C. Baker & Luke, 1988; Janks, 2010; Mc Naughton, 2002; Timperley & Robinson, 2001). 
The work of contemporary early years teachers draws on extensive and complex research in order 
to provide engaging learning opportunities responsive to the particular needs and interests of each 
child within the requirements of state or nationally devised curriculum. More recently, with the 
extension of compulsory education into secondary schooling, the teaching of reading has included a 
focus on reading in the content areas, thereby establishing reading as a significant responsibility for 
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all teachers in both primary and secondary schools (Lee & Spratley, 2010; Wyatt-Smith & 
Cumming, 2003).  
 
The final decades of the twentieth century saw assumptions about literacy capabilities, traditionally 
linked to personal competence, challenged by the work of Friere (1972) who demonstrated that 
critical pedagogy enabled illiterate peasants to engage productively in education. Based on his work 
and the influence of poststructuralism, critical literacy entered the discourse of literacy education. 
Problematizing the relationship between making meaning through reading and writing texts and 
social process involved students in reflexive approaches where they learnt to recognise and resist 
reading positions constructed by texts. Strategies such as deconstruction, critique, and subversion 
enabled students to “denaturalise the taken-for-granted assumptions which underlie compliant 
readings and to see all texts as discursive constructs rather than windows on reality―and thus open 
to challenge and radical renewal” (Macken-Horarik, 1998). This proved to be a controversial 
approach, ultimately removed from Queensland English curriculum documents. 
 
Critical pedagogies have challenged approaches that construct school literacies as receptive 
literacies through recognition that texts are not neutral but present particular worldviews (Janks, 
2010; A. Luke, 2013). From this perspective reading instruction is seen as a dialogic process that 
involves peeling back layers to identify ideological perspectives in order to question the author’s 
purpose. Because critical literacies engage students in questions relating to power, reading 
instruction has the potential to be political. Luke and Freebody argued that: 
Approaches to critical literacy, then, are themselves expressions of “normative” readings of 
social, cultural and economic worlds: analyses of how schools function as social institutions 
regulating access to resources and knowledge, and of how literacy can be made to count in 
the stratification of wealth and power in late capitalist societies (1997, p. 6). 
Socio-cultural understandings of reading instruction have resulted in a shift from behaviourist 
approaches that viewed reading in terms of word recognition skills and oral reading, to approaches 
that centre on the construction of meaning through strategies such as prediction, retelling, and 
inference (Kucer, 2014; A. Luke, 2013).   
 
Contemporary approaches acknowledge the primacy of oral language in establishing basic 
understandings essential for successful learning in school (Christie, 2005; Janks, 2010), recognise 
that modern multimodal and digital texts require new literacy practices (Kress, 2000), and argue 
that each school subject has specific literacy demands or curriculum literacies (Unsworth, 2002; 
Wyatt-Smith & Cumming, 2003). As student understanding is also dependent upon degrees of 
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relevant background knowledge (Kucer, 2014), teaching reading successfully is now recognised as 
a complex task at all year levels in all learning areas requiring the teacher to draw upon deep 
knowledge of their field, to be conscious of their talk, and to utilise a range of multimodal and 
digital texts. Reading instruction is therefore a pivotal factor in addressing inequities in educational 
outcomes. Classroom practices suffer however, when external testing regimes that focus on a 
narrow range of skills are imposed on systems. Improving literacy outcomes is dependent upon a 
strong commitment to the change required and a deep knowledge of effective practice on which to 
build improvement (Blackmore, 2010c; Elmore, 2006).  
 
Underpinning the Literate Futures reform was a clear intent to make all teachers at all year levels 
aware of their responsibility to teach reading. Luke and Freebody explained that each domain of 
learning or discipline has its own framework and particular ways of viewing, reading, and writing 
within it (Anstey, 2002a, p. 14). Reading in all content areas required students to self-monitor and 
problem solve. The Four Resource model (4Rm), demonstrating how effective reading instruction 
draws on a range of approaches, was promoted as a heuristic for achieving a balanced approach to 
the teaching of reading relevant in all classrooms. This model identified four practices: code 
breaker, meaning maker, text user, and text analyst as essential components of reading competence. 
Reading was described as a problem-solving activity and it was through strategically working 
within and across these four roles that effective reading instruction occurred. The 4Rm provided a 
framework for schools to “ensure teaching, learning and assessment in reading programs reflected a 
theorised balance” (Anstey, 2002a, p. 27). 
 
Policy making in Australia 
Through the development and implementation of policy—the complex, non-linear process 
influenced by economic, political and ideological factors—governments seek to achieve a balance 
between the competing needs and demands of different interests groups. This is evident in the ways 
in which Australia’s education systems, initially concerned with providing access to primary 
education, expanded in the post-war period. Pressure came from the rapidly increasing numbers of 
students as a result of the baby boom and post-war immigration, and recognition that secondary 
education needed to be more widely accessed. In the 1960s and 1970s Australian federal 
governments supported the expansion of secondary schools through expanding funding to include 
Catholic schools. In 1964 direct funding was provided to government and non-government schools 
for the construction of dedicated science classrooms and in 1968, school libraries (Campbell & 
Proctor, 2014). Further federal intervention followed the Karmel Report of 1973 that targeted 
funding towards equal opportunity for disadvantages schools. Targeted groups included Indigenous 
  
40 
 
children, non-English migrant children, girls, and children from working class families. It is 
noteworthy that Australia’s National Policy for the Education of Girls in Australian Schools 
(Commonwealth Schools Commission, 1984) was internationally, the first examples of national 
policy of this kind. 
 
Throughout this time curriculum remained the domain of each state or territory but, as comparisons 
with other countries became a media topic of high interest, federal governments seized the 
opportunity to intervene, adopting controversial solutions such as national testing and performance 
pay for teachers in order to appease a critical public. However, government interventions into 
education policy, developed in response to political imperatives, were not necessarily informed by 
research. Concerns were raised in the field of literacy education as policy makers, seeking to appeal 
to communities, failed to take responsibility for responding to existing patterns of inequality 
identified through data such as those provided by PISA, The National Assessment Program – 
Literacy and Numeracy (NAPLAN), and The National Centre for Social and Economic Modelling 
(NATSEM). Ball (1997) argues that: 
It is important to recognise that social diversity and ‘difference’ are important bases for 
understanding the range of active social forces involved in and resistant to change — 
recognition is important. Equally however the effects of policy play upon and through the 
basic social facts of poverty, oppression and inequality (p. 22). 
Policy is of critical importance in education for it carries beliefs and expectations that can 
profoundly influence the work of school leadership and the ways in which teachers carry out their 
work. However, believing that policy determines how individuals and organisations think and act is 
a common misconception of policy makers (Blackmore, 2005). Significant work over time is 
required for ideas to become reality. 
 
Literacy as a social practice: Professional learning  
The teaching of reading was core to the Literate Futures reform. Citing American research (Anyon, 
1981) confirming that approaches to the teaching of reading were contributing to the failure of 
minority and working-class students to succeed as readers, Luke argued that teaching practices at 
the time, whether behaviourist or child-centred, failed to acknowledge the relationship between 
literacy and political and social power (1991, 1992). Firstly, Baker and Luke (1988), questioned the 
theory that informed the prevailing view of reading as “a cognitive and psycholinguistic 
‘process’”(p. xi), considered by teachers as essentially a private psychological matter involving 
interaction between the student’s prior knowledge and the text. Luke argued that through university 
involvement in US governments’ attempts to ameliorate social and educational problems, 
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educational psychology had dominated reading research across the 20
th
 century. In response, Luke 
proposed an alternative view of teaching and learning to read. At its core was the belief that 
“teaching practices and the particular competencies, skills, and knowledges we set out to teach are 
not given by nature, but are shaped by histories, cultures, ideologies, and economies” (C. Baker & 
Luke, 1988, p. xiii).  
 
Secondly, through reference to historic events, Luke demonstrated the link between the texts read 
and the political need to shape populations in particular ways. Increasingly in the 20
th
 century 
reading materials used in schools were determined by those in a position to make economic gains 
from the production and sale of reading schemes. These favoured representations of dominant 
groups in society, thereby marginalising minority and disadvantaged groups. Luke argued that the 
links between the political and economic had been naturalised and that power over what would 
count as reading was consolidated in the hands of “university-based psychologists, increasingly 
monolithic publishing companies, and state-level administrators and consultants” (A. Luke, 1991, p. 
11). These were powerful arguments for change. 
 
The Literate Futures report (Queensland Government, 2000), in advancing a more progressive 
view, provided the following definition: 
Literacy is the flexible and sustainable mastery of a repertoire of practices with the texts of 
traditional and new communications technologies via spoken language, print, and 
multimedia (p. 9).  
This definition moved beyond the traditional focus on print-based texts to acknowledging many 
literacies or ‘multiliteracies’. It meant that literacy included both the construction and interpretation 
of texts, thereby inferring that learning to create meaning was as important as learning to understand 
texts. It also meant that the definition of ‘text’ moved beyond print to include the contribution of 
other semiotics: visual, auditory, spatial, and gestural. This definition acknowledged that making 
meaning from text in the twenty-first century increasingly requires the simultaneous reading of 
multiple codes. The potential for significant improvement in reading outcomes was premised on 
improved teacher understanding of the reading process and a move away from reading schemes.  
 
The Four Resource model (4Rm) (Anstey, 2002a, p. 28) addressed the teaching of reading as a 
social practice. The heuristic drew upon the strengths, but recognised the limitations, of the major 
theories influencing reading instruction at the time: the skills approach, the whole-language 
approach, schema theory and metacognition, the genre approach, and the social critical approach 
(Anstey, 2002a, pp. 46-47). Reading instruction was therefore to be guided by the overarching 
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question: What are the kinds of reading practices and positions schools should value, encourage and 
propagate? In responding, schools were encouraged to investigate community texts, to consider the 
texts currently used for the teaching of reading, and to develop whole-school approaches that would 
involve teachers in on-going learning through a focus on their practice. 
 
The notion of literacy as a social practice, a central tenet of Literate Futures, challenged the view 
that literacy teaching and learning in the early years were focused on decoding skills, and that these 
were sufficient for reading and writing throughout the years of schooling. The broader definition of 
literacy took social context into account and argued that there are many literacy practices. It 
acknowledged that values and beliefs influence meaning, that effective school programs should be 
developed in response to the needs of particular communities, and that the teaching of literacy is the 
core business of all teachers. It also sought to challenge the dominance of the literary canon which 
excluded “particular world views, interests, dispositions, and values of women, minorities, and 
working people” that naturalised the beliefs and values of mainstream culture (Freebody, Luke, & 
Gilbert, 1991, p. 436). The influence of Friere’s work was evident here. 
 
Education Queensland explained that the resources produced by the Literate Futures project were 
designed to: 
 help teachers reflect on and clarify their own, and their colleagues’ knowledge, 
understanding, and current teaching practices in literacy, especially reading and the 
teaching of reading 
 promote professional discussions 
 provide professional up-skilling in response to professional needs (Dickman & Marshall, 
2002, p. 3). 
This was an ambitious project designed to improve student outcomes through teacher 
professionalism. It was underpinned by a strong sense of social justice that defined equity in terms 
of a right to access a curriculum that was responsive to students’ needs and the communities to 
which they belonged.  
 
The next section addresses contemporary factors that restricted women’s access to leadership roles 
in education and establishes the context in which Literate Futures was situated, demonstrating how 
system initiatives worked against the focus on literacy. 
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Women and educational leadership 
Literate Futures followed two decades of strong feminist activism. The Australian federal 
government introduced the Sex Discrimination Act in1984 and the Affirmative Action (Equal 
Employment Opportunity for Women) Act in 1986 in response to recognition of women’s 
marginalisation in employment (Lingard & Limerick, 1995). While Australian equity policy was 
exceptionally strong and embedded in Victoria and South Australia, it was not until the Labor 
Government came to power in Queensland in 1989 that any significant response to these policies 
was enacted. In the period 1990-1991 a Gender Equity Unit was established and a Social Justice 
Strategy for the Department of Education (Lingard & Garrick, 1997) developed. The Gender Equity 
Unit’s life was short; it was subsequently shut down during 1993-1994 by an incoming conservative 
government. In Australia, during the period following the federal acts of 1984-1986, female 
bureaucrats appointed because of their commitment to the goals of feminism came to be known as 
‘femocrats’ (Yeatman, 1990). Because of the privileges their positions in the bureaucracy brought, 
many questioned their capacity to represent the vast number of women in the workforce. By 1997 
women identifying as femocrats in Queensland were forced to take on a defensive role that “was 
about keeping a feminist project on the state agenda, defending past policy gains, and resisting as 
far as possible a recuperative masculinist policy agenda” (Limerick & Anderson, 1999; Lingard, 
2003, p. 35). 
 
The Labor Government that came to power in 1989 followed 32 years of conservative rule in which 
little heed was given to issues relating to women and girls in education. Although the new 
government enabled initiatives addressing social justice and inequities in conditions applying to 
women in education, dominant economic discourses which had serious implications for women 
aspiring to leadership roles were influencing education. As a result, in the restructure that occurred 
in 1998, only 8 (22%) District Directors in Queensland were female and these were appointed to the 
smaller and outlying districts (Limerick & Anderson, 1999). Within the central bureaucracy the 
corporate managerialist revolution led to the reinstatement of a masculinist gender regime and the 
intensification of work within schools. As an example, the Leading Schools
8
 initiative (Moran, 
1999) begun in 1997 involved schools taking responsibility for local decision making, financial 
management, and “the development of a culture conducive to empowering professionals and 
community” (Limerick & Anderson, 1999, p. 401).  
 
                                                 
8
 The Leading Schools program, initiated in 1996 in response to the 1996 Report of the Queensland Commission of 
Audit, began moves toward school-based management 
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From interviews conducted with women who had completed the Women in Management course at 
the Queensland University of Technology (QUT) Limerick and Anderson (1999) found that, while 
some primary principals welcomed the introduction of school-based management (SBM) as an 
opportunity to develop their own leadership style, secondary principals were sceptical of the 
department’s intent, recognising that leading change in large and complex organisations such as 
secondary schools would make huge emotional demands on them. The initial enthusiasm expressed 
for SBM in Limerick’s study came from the view that SBM would provide the school leader with 
the opportunity to make choices that would initiate positive change (Limerick & Anderson, 1999). 
It was felt this would favour women as men were thought to be less inclined to deviate from the 
established processes set up through the bureaucracy. This was an opportunity for those brave 
enough to break away from the comfortable security of bureaucratic process. However, under the 
growing influence of neoliberalism, education bureaucracies were becoming increasingly aligned to 
economically driven political agendas (Apple, 2001; Blackmore, 2010c; Department of Education, 
1997; Education Queensland, 1999; Queensland Government, 1999).  
The political topology: Research vs economics 
At the dawn of the new millennium leading innovative educational reform was informed by 
research that had conclusively shown strong links between improved student outcomes and 
collaborative approaches to teacher professional learning, as Blackmore (1999a) explained. It was 
from this understanding of teacher professional learning, the findings of the Queensland School 
Reform Longitudinal Study (QSRLS) (2001)—a study into classroom practice in Queensland 
schools undertaken by The University of Queensland, and the work of The New London Group
9
 
that Education Queensland’s approach to literacy reform was conceived, developed and 
implemented under the leadership of Professor Allan Luke, also from The University of 
Queensland. Literate Futures was part of a suite of reforms that included new approaches to the 
structure of curriculum through New Basics
10
, deeper understandings of classroom practice through 
the Productive Pedagogies
11
, and a focus on assessment (QCARF)
12
. These reforms addressed what 
                                                 
9
 New London Group: In 1996 a team of ten academics including Allan Luke and James Gee came together to address 
how literacy pedagogy could address the rapid changes in literacy due to globalisation, technology and increasing 
cultural and social diversity. 
 
10
 New Basics: a framework for curriculum, pedagogy and assessment that provided opportunities for students to 
develop the skills and knowledges for future changing economic, social and technological conditions.  
  
11
 Productive Pedagogies: a balanced theoretical framework that identified intellectual quality, connectedness, 
supportive environment, and recognition of difference designed to enable teachers to reflect critically on their classroom 
practice. 
 
12
The Queensland Curriculum Assessment and Reporting Framework (QCARF): developed by the Queensland Studies 
Authority (QSA) to improve the comparability of assessment and reporting across the state. Essential Learnings and 
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Bernstein had identifies as the three message systems of education: curriculum, pedagogy, and 
evaluation (Lingard, et al., 2003, p. 4). Designed to pave the way for 21
st
 century learning, these 
reforms were undertaken within government schools during the first years of the first decade of the 
new millennium.  
Economic influences 
Based on the belief that sustainable economic growth in the 21
st
 century would be secured through 
knowledge-based economies, many countries, including Queensland, Australia, initiated literacy 
reforms in schools. The position paper Queensland State Education—2010 (QSE-2010) 
(Queensland Government, 1999) released in 1999, argued that economic prosperity for the future 
would be dependent upon a more skilled and technologically savvy workforce and proposed 
changes to education that would better prepare students for participation in a globally competitive 
market place. The paper identified that “the challenges faced by Education Queensland in the next 
decade come from a rapidly changing external environment. They also come from the current 
approach to learning and management of schools in Education Queensland” (Queensland 
Government, 1999, pp. 4-5). QSE-2010 set the precedence for change that would make schools 
more accountable for the outcomes of schooling and more responsible for the ways they undertook 
their business of educating the young.  
 
This came on the back of the1996-7 Leading Schools program which heralded a philosophical shift 
that was consumer driven, aligned with global trends based on the theory of markets. The 
underlying assumption was that a competitive approach would lead to improvements in education 
as schools would have to take greater responsibility for managing resources effectively and 
efficiently. Linking market functions, particularly competition, to individual choice has been 
described as a form of reductive microeconomics (Bowe, Ball, & Gold, 1992, p. 25) not 
traditionally associated with education. The direction of education at the time was also influenced 
by the KPMG report Education matters: Parents, Teachers and Schooling Decisions in Queensland 
(2000), a study initiated by a conservative government increasingly expecting value for money. 
This report had identified concerns stemming from school-based leadership that included the trend 
of parents choosing to pay for education, particularly secondary education, and the resultant 
possibility of residualisation occurring in state schools. 
 
 
                                                                                                                                                                  
Standards defined the essential curriculum and described what students were expected to know, understand, and be able 
to do at stages through the compulsory years of schooling. Assessable Elements were defined for each curriculum area. 
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A mandate for reform 
At the time there were significant issues to be addressed with literacy. As discussed earlier, literacy 
had again become a national issue drawing media attention, and blame was laid with whole 
language approaches favoured during the 1980s (Snyder, 2008). Other factors included the 
increasing number of students remaining in the education system for longer periods, an increasingly 
diverse and transient population, and government demands for greater accountability for investment 
in education, particularly intervention programs such as Reading Recovery. More problematically, 
Freebody had identified factors associated with the teaching and assessment of reading that, he 
argued, contributed to reading failure. These included the reliance of psychological approaches to 
reading assessment (Freebody, 1988) and the masking of SES variables in government reports 
(Freebody, 1993), both of which allowed for a blame-the-victim mentality to dominate in schools 
and governments. Luke and Freebody (1997) argued that at the heart of literacy flare-ups was the 
notion of literacy as a social practice in which discourse, power, and knowledge were intrinsically 
linked. This left no doubt that literacy was political. 
Our position is that institutional context is not benign or neutral, but rather must be seen as 
informed by social contracts and historical projects for moulding, making and disciplining 
human subjects, populaces and communities—and for shaping and distributing cultural and 
material resources (A. Luke & Freebody, 1997, p. 3). 
The mandate to lead the way with literacy, brought about by the rapid changes in technologies that 
created fears that many would not keep up, allowed for these issues to be addressed. 
 
The approach adopted 
Luke and Freebody drew on research showing that the professional learning needs of teachers were 
best supported through collaborative practices built around student learning and recommended that 
localised expertise and support be available to schools (A. Luke, 2001). The initial proposal 
included the establishment across the state of approximately 40 Literacy Education and Practice 
(LEAP) sites, later to be known as Learning and Development Centres—Literacy. Their purpose 
was to provide a site from which localised initiatives could be undertaken and where teacher 
professional development could be carried out. In accordance with neo-capitalist thinking, it was 
proposed that the LDCs should become self-funding within three years and that schools should pay 
to access these sites. Schools interested in establishing a LDC were invited to apply for 
consideration and eventually twenty-one LDCs were established. There was competition for 
selection. 
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The implementation process maintained an on-going focus on the dissemination of multimodal 
resources designed to assist schools with understanding both the shifting ideologies and changing 
practices required. Resources provided to schools included Literate Futures—Report of the Literacy 
Review for Queensland State Schools (Department of Education, 2000), Literate Futures—The 
Teacher Summary Version (Department of Education, 2000) , Literate Futures: Whole-School 
Literacy Planning Guidelines (Department of Education, 2002), Literate Futures: Learning and 
Development in the Teaching of Reading (Dickman & Marshall, 2002) , Literate Futures: Reading 
(Anstey, 2002a), Literate Futures: Reading the Future (video) (Anstey, 2002b) and the two 
volumes of Literate Futures: Professional Development—The Teaching of Reading for a 
Multiliterate World - Years P-7 & Years 7-12 (Anstey, 2004b). The Literacy Project Team also 
produced the Evaluation Package for Spelling Resources (Education Queensland, 2001b) and 
Criteria for Evaluating the Overall Suitability of Secondary Texts (Education Queensland, 2001a). 
Research-based articles and updates were regularly published in Education Views, a professional 
paper provided to all teachers. 
 
Factors influencing implementation 
Literate Futures was a major initiative designed to incorporate 21
st
 century literacy skills into 
education and bring modern communication technologies and theoretically informed literacy 
practices into the lives of all teachers and students in Queensland’s public schools. Whilst these 
were noble aims, the reality was that implementation was poorly effected. The demands of 
economic rationalism and accountability overlaying issues at the planning and design level 
challenged the implementation and sustainability of this complex reform. The Education 
bureaucracy played a significant role as it was through the Queensland Department of Education 
that the reform was developed and funded. The focus on literacy proved to be a source of conflict 
within the bureaucracy as the approach to improving literacy developed by Luke and Freebody 
challenged philosophies, timelines, and budgets. Many of those who had held reign over 
curriculum, particularly the teaching of English and Reading Recovery teachers, were reluctant to 
adopt this reform.  
 
At the time, the Literate Futures reform was not the singular focus of change in state schools. 
During this decade the Queensland Studies Authority (QSA), the statutory body responsible for 
school curriculum in the State, Catholic, and Independent sectors, rewrote all Key Learning Area 
syllabuses to an outcomes-based design. The new syllabus documents, requiring schools to develop 
new programs and to review assessment, were rolled out in a pragmatic and unplanned manner. 
Unfortunately there was no consistency across the documents; teachers, particularly those in 
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primary schools, complained that there were too many outcomes to manage, and the English 
syllabus, the most significant with relation to perceptions of literacy, underwent numerous rewrites 
and trials. A final version was never released. It was not surprising therefore, that there was 
considerable confusion about what constituted English and literacy, and that many teachers 
continued with dated practices or relied on commercially produced materials. Meanwhile, 
Education Queensland had initiated structural change in schools through the Education and 
Training Reforms for the Future (ETRF)
13
 (2002). This was a period of unprecedented change and 
confusion, for there were no priorities established nor were there clear directions about the 
relationship between the different initiatives. 
 
To succeed, Literate Futures required informed collaborative leadership capable of analysing and 
advancing school practices and beliefs. For schools serving disadvantaged communities, identifying 
and addressing the institutional inequalities that were embedded in the traditional culture of 
schooling was a huge task. Even though Literate Futures drew on significant research into these 
issues, the implementation process was fraught with problems; in particular, time was a major 
factor. The political demand for reform within a three year cycle could not be matched by schools. 
There were delays with the production of the resources, secondary schools were resistant, and many 
schools could not access an LDC. Literate Futures was initially planned to run from 2001 to 2003 
but because of delays, the timeline was extended to 2004. In 2005 all except one of the LDCs were 
closed without many of the recommendations ever being addressed. The surviving LDC served the 
central Queensland mining communities and was funded a mining company. In hindsight it is 
evident that, although the reform was theoretically informed and well conceptualised, it was 
significantly affected by factors within and beyond schools. 
 
Consequences and implications  
Under pressure from the political imperative for urgent reform, Education Queensland’s approach 
was managed through an androcentric leadership structure. The precedent, established in the 
practices of the previous century, naturalised a masculinised leadership model. Thus gains made for 
women through the focus on equity that had taken place during the previous decade were ignored. 
Within the bureaucracy, a patriarchal order determined the management of the reform; women were 
unable to participate and build careers in the same way as the white Anglo men involved. Zembylas 
                                                 
13
ETRF: the goals of education in terms of workforce participation were addressed through: 
 strengthening links between schools and employment by introducing vocational  education and training (VET) 
qualifications 
 middle schooling 
 early years education 
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(2003) argues that “identity is not a pre-existing, stable element that becomes disciplined through 
discourses and practices of emotion, but something that is constituted through power relations” (p. 
109). In this period of extensive change, power relations played a critical role in participation and 
the perceptions of the success (or failure) of the reform as described by the interviewees. Anger was 
evident in all discourses―production, circulation and reception―expressed in response to feelings 
of marginalisation or a sense of powerlessness.  
 
At the school level, for any reform to make a significant difference it must take into account the 
reality of the context in which the school is operating, incorporate sound theoretical and research-
based approaches, and describe goals in terms that invite stakeholders to come on board. Schools 
must see why and how they should embrace what is being asked of them. Leaders need to work 
with teachers to develop learning communities based on inquiry, professional knowledge exchange 
and relationships of trust and professional efficacy (Blackmore, 2011, p. 216). Expert knowledge of 
practice based in theory, in this context, of literacy, multiliteracies, and reading practices was 
desperately needed. However, the gendered practices of exploitation and oppression naturalised 
within the bureaucracy restricted access to professional knowledge; thereby confirming the 
importance of feminist political action in education. 
 
In the next chapter, Feminism, emotion and social justice, I will explore empirical and theoretical 
data on emotion and social justice from a feminist poststructuralist perspective. From the works of 
Arlie Hochschild and Megan Boler come understandings of emotions as socially constructed and 
hence potential sites for resistance. This, in conjunction with Nancy Fraser’s framing of injustice as 
resulting from (mis)recognition, (mal)distribution and (mis)representation, provides a framework 
for examining injustice within workplace contexts. Chapter 3 argues that, because emotions are 
socially constructed, they can serve as indicators of travesties of justice and that there is urgent need 
for recognition to be given to the emotion work demanded by education reform.  
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Chapter 3: Feminism, emotion and social justice 
 
The social control of emotion is a central and unexplored aspect of education in relation to 
hegemony (Boler, 1999, p. xvii) 
 
Understanding emotion as a socio-cultural construct enables the interrogation of practices that, 
through the hegemony of patriarchy, has allowed men, particularly white Anglo men, to be free of 
emotionally demanding roles by ascribing such roles to women and others. Furthermore, because 
emotion is historically linked to the personal, attempts by women to express dissatisfaction with the 
demands placed upon them have been given scant attention and/or dismissed, passed off as 
evidence of female weakness (Zorn & Boler, 2007). Evidence of such practices were detailed in 
Chapter 2, for the history of Queensland’s education system, like in other Anglophone countries, 
reveals that women’s labour paved the way for privileged men through instances such as the 
establishment of provisional schools and through unequal pay and working conditions, including 
denial of promotional opportunities. The purpose of this chapter is to integrate the feminist analysis 
of labour (emotional and relational) with Fraser’s three dimensional approach to justice to establish 
that emotion constitutes a significant indicator of workplace health in education, and is therefore in 
need of greater recognition. 
 
Chapter 2 also established that the imperative for literacy reform emerged in response to 
globalization and that Australia was strongly influenced by approaches adopted in England and the 
United States. At the turn of the millennium literacy leadership was a state responsibility, and in 
response to this Queensland embarked on a program based in socio-cultural understandings of 
literacy which, for successful implementation, required schools and teachers to move to more 
collaborative practices under a distributive leadership model. A further contributing factor that 
impacted on Literate Futures came from the undermining of the traditional social democratic values 
of Labor governments by the new capitalism of neoliberalism. The time in which Literate Futures 
evolved was a period of significant change in education. It was overridden by conflicting political 
ideologies that allowed advances made through second-wave feminism to be threatened by a return 
to the androcentric practices of state-led capitalism. At the core of this turmoil was social justice.  
 
This thesis is a feminist poststructuralist study that investigates how women and men who made 
extensive intellectual and emotional investments in Literate Futures through leadership roles within 
and beyond the education bureaucracy were affected by the work itself and by the conditions under 
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which the work was accomplished. First, I will analyse feminist theoretical and empirical research 
into emotion, predominantly through Hochschild’s (1979, 1993) notion of emotion work and 
Boler’s (1999) reframing of emotion as a socio-cultural construct. This includes a study of the ways 
in which the use of irreconcilable dualisms in language has served, and continues to naturalise the 
association of emotion with the feminine in order to sustain the privileges of patriarchy. I then 
examine how Nancy Fraser’s (2008d, 2009) three dimensional approach to injustice provides an 
analytical framework for exploring the social, economic and political elements of systemic 
oppression.  
 
To elaborate on Fraser’s notion of injustice, I investigate what constitutes violence in workplaces. 
Drawing on Bourdieu’s notion of symbolic violence, Hearn and Parkin (2001) argue that even 
though there have been successful campaigns against workplace bullying, practices resulting in 
oppression and subjugation continue through hidden violations. The naming of practices that are 
expressions of symbolic power and violence constitutes a form of consciousness-raising, an 
effective strategy used by second-wave feminists to bring about change. Finally I draw on empirical 
data into the impact of neoliberalism on the education bureaucracy, school leadership, and teachers. 
These diverse fields inform the questions central to this study: 
1. What insights into the emotion work of education reform does the Queensland Literate Futures 
story provide? 
2. What were the social justice implications of this reform? 
3. What impact did differing levels of 'emotional labour' have on key actors in this reform? 
 
Throughout this study the institution of the bureaucracy as it has been reconstituted in response to 
neoliberal policies is problematized. As the work of education bureaucracies has moved away from 
supportive forms of leadership towards managerialism, described as ‘steering from a distance’ 
through surveillance and accountability, there is increasing reason to question the capacity of the 
bureaucracy to lead reform that values substantive research, meets the needs of all students, and 
acknowledges the professionalism of teachers. In this study the foci include the distribution of 
resources, including caring and time devoted to relationships and motivation; recognition through 
affirmation and transformation of difference; and participation by acknowledging whose voice, how 
it sounds and what is said. Social justice, as a central theme in this study, is inexorably linked to 
institutions, to literacy reform, and to the outcomes of schooling. 
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Feminist Poststructuralism 
Feminist poststructuralism draws from poststructuralist theories of language, subjectivity, social 
processes and institutions to understand existing power relations and to identify areas and strategies 
for change (Weedon, 1997, p. 40). Poststructuralist theory furthers Saussure’s notion of language as 
constituting social reality to contend that competing discourses construct competing ways of giving 
meaning to experiences. Because this implies differences in the organisation of social power, 
language is seen an important site of political struggle (Weedon, 1997, p. 23). Also contributing to 
the feminist poststructuralist toolkit is Derrida’s concept of deconstruction through which meaning 
is defined through difference, and existence structured in terms of oppositions or binaries. From 
Marxism comes understandings of discourse, the importance of the economic relations of 
productions and the class structure of society (Weedon, 1997, p. 31), and from Foucault 
understandings of the relationship between language, social institutions, subjectivity and power 
(Weedon, 1997, p. 34). The linguistic challenge faced by poststructuralist feminism involves the 
deconstruction of the male/female binary and of essentialising practices that lock individuals into 
particular subject positions or categories (Davies et al., 2006). This constitutes the transformative 
potential of feminist poststructuralism.  
 
In poststructuralism, language is the pivotal concept for it is through language that subjectivity is 
shaped. However, because it is through language that the social, economic and political discourses 
of everyday life are constructed, language is not viewed as uniquely individual. Instead, meanings 
from discursive practices constitute “a constant site of struggle over power” (Weedon, 1997, p. 21); 
language is not neutral. Thus poststructuralism theorises subjectivity as a site of disunity and 
conflict, central to processes of political change and necessary for preserving the status quo 
(Weedon, 1997, p. 21). Through transformative practices poststructuralist feminism seeks equity for 
all on the basis of class, race and gender. In this study, the feminist concern with the position of 
women in society and the ways in which their experiences are constituted within the broader field of 
patriarchal power relations remains a significant focus (Gavey, 1989; Weedon, 1997; Yates, 1993, 
2008).  
 
Theorising emotion 
Historically, emotion has been feminised, ascribed to the private sphere of the home and family. 
Since the 1930s attempts to theorise emotion have been challenged by the personal nature of 
emotion, the sense that emotions are uncontrollable and the view that emotions defy social 
conventions (Hochschild, 1979). However, the place of emotion in classroom practice has been the 
study of those seeking to engage students in issues that are of moral and ethical significance (Boler, 
  
53 
 
1997, 1999; Lortie, 2002; Zembylas, 2013). More recently, as a result of globalisation and the 
importance of trade with Asia, in particular China, there has been growing interest in cross-cultural 
understandings of emotion and emotion’s role in organisational decision making (Li, Ashkanasy, & 
Ahlstrom, 2014, p. 296).  
 
Over the last three decades feminists such as Megan Boler, Brenda Beatty, Jill Blackmore and Patti 
Lather have pioneered studies of emotion, gender and power to investigate the unnamed rules of 
emotional conduct that operate in educational institutions. As feminists and experienced educators 
familiar with the emotional demands of teaching and leadership in a range of educational contexts, 
their accounts have provided empirical evidence of the ways in which androcentric organisations 
such as bureaucracies manage emotion in order to sustain power through naturalising differing 
behaviours for different groups. Recognition of the devastating impact of neoliberal policies on 
school personnel has resulted in emotion receiving greater attention in educational research (Apple, 
2001; Ball, 2003, 2006; Connell, 2009; Hargreaves, 1994, 2003; Zembylas, 2007). This has 
predominantly focused on the effects of performativity on classroom teachers and school leadership 
(Ackerman & Maslin-Ostrowski, 2004; Beatty, 2007b, 2011; Blackmore, 2004a, 2010d; M. Mills & 
Niesche, 2014; Yamamoto, Gardiner, & Tenuto, 2014; Zorn & Boler, 2007). The emotional 
demands on those working within the context of bureaucratically led reform however, remains 
unexplored. 
 
Emotion work: Arlie Hochschild 
The conceptualising of emotions as personal responses was challenged by Hochschild who 
embraced a reflective approach to the nature of emotion and our capacity to shape it. Hochschild 
(1979) argued that “links emerge among social structure, feeling rules, emotion management, and 
emotive experience” (p. 551). To Hochschild emotions involve “bodily co-operation with an image, 
a thought, a memory—a co-operation of which the individual is aware” (1979, p. 551); they are 
shaped by societal rules that determine what is appropriate in a given situation, such as feeling sad 
at a funeral. Social factors also affect what people think and do about how they feel; in effect, 
emotions can be managed. Hochschild acknowledged that personality and social class are 
influencing factors and that there are different levels of commitment; behavioural expressions of 
emotion are no more than “surface acting”, whereas more reflective and cognitive responses involve 
“deep acting” (Hochschild, 1979, p. 558).  
 
Through her study of the work and training of flight attendants Hochschild (1993) identified that the 
emotionally demanding work of satisfying the needs and wants of customers [passengers], a selling 
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point for airlines, was an expectation of the role. In this way the assumption that women and 
‘friendly service’ go together is naturalised to create a “trade in female niceness”(1993, p. 330) 
upon which the success of the airline in the market relies. It is now evident that emotion work is 
increasingly demanded of workers in capitalist, post-industrial societies where progress and success 
depend more on a capacity to manage people, relationships, and personal feelings than to manage 
things. Emotional labour, defined by Hochschild as “the silent work of evoking and suppressing 
feeling—in ourselves and in others” (1993, p. 333), is a high demand of those who work in schools 
and of those required to bring about change in institutions such as education (Beatty & Brew, 2004; 
Blackmore, 2010d; Connell, 2009). 
 
A significant challenge associated with emotion work is that it is not easy to measure in terms of 
outputs. Teaching, involving extended time spent in close contact with students, is emotion work. 
For school leaders, accountability and responsibility for the management of schools has brought 
with it an increasing necessity to manage the emotions of teachers, student and parents, as well as 
their own feelings about the efficacy of change (Blackmore, 2004a). There is risk involved in 
encouraging the development and autonomy of others that requires acceptance of the instability and 
threat of loss that the nurturance of change requires (Ferguson, 1984, p. 196). Evidence shows that 
excessive demands of this kind of work can take people to their breaking point, resulting in 
emotional stress and burnout (Hochschild, 1993, p. 332). This demonstrates a need for greater 
understanding of emotion work.  
 
The value of Hochschild’s approach to emotion, Beatty argues, “lies in its flexibility and 
inclusiveness, with an emphasis on the interactional model” (2000, p. 332). It is an alternative 
understanding of management to that of the traditional hierarchy in bureaucracies. Because of this 
Hochschild’s work has been taken up in the corporate world to inform debates addressing the 
relationship between emotion and successful leadership (Bowen, 2014; Gardner, Fischer, & Hunt, 
2009; Gooty, Connelly, Griffith, & Gupta, 2010; Li, et al., 2014; McColl-Kennedy & Anderson, 
2002). On-going theorising about leadership has seen the emergence of an ever-increasing field of 
categories including instructional, visionary, moral, translational, transactional, distributive 
(Blackmore, 2013a; Elmore, 2006; Hayes, et al., 2006; Lingard, et al., 2003), none of which has 
escaped extensive criticism. The need to rationalise and measure has also spawned a growing field 
of psychologically based approaches that include studies of affect in leadership, emotional 
intelligence, emotional literacy and emotional contagion (Bowen, 2014; Mayer, Salovey, & Caruso, 
2004) which have become increasingly evident in managerial driven approaches to education. 
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The corporate world has also been strongly influenced by the concept of emotional intelligence (EI) 
(Goleman, 1999). In his promotion of emotional intelligence as a skill that can be acquired, 
Goleman (1999) was critical of Hochschild’s work, commenting: 
A closer look reveals this perspective to be only half the story. Critical in determining 
whether emotional labour is onerous or not is how much the person identifies with the job. 
For a nurse who sees herself as a caring, compassionate person, taking a few moments to 
console a patient in distress represents not a burden but what makes her job more 
meaningful (pp. 80-81).  
Goleman’s critique is a classic demonstration of how the association of caring with the feminine is 
naturalised, unquestioningly understood as the personal responsibility of the nurse. Here the 
implication is that the nurse, because she is female, does not find emotional labour onerous. Her 
capacity to provide care and compassion is interpreted as a measure of her professionalism. In 
Goleman’s analysis there is failure to recognise the social construction of the role of nurse and the 
effects of this on those whose work requires on-going empathy. Goleman’s admission that “a major 
review of data on male-female sex differences argues that men have as much latent ability for 
empathy, but less motivation to be empathetic, than do women” (1999, p. 323) could imply that 
work requiring emotional labour does not appeal to men and potentially explains the dominance of 
women in careers such as nursing and teaching. 
 
The seductive simplicity of Goleman’s approach to leadership has appeal in data driven 
neoliberalist institutions. Derived from management theory, psychology and scientific studies of the 
brain, the notion of emotion has entered educational leadership discourse under the guise of 
personal competencies and/or skills that can be learned to lead and manage others. This quasi-
scientific approach has been questioned by educators concerned with the greater social implications 
of unequal access to education and the complexity of teachers’ and school leaders’ work. In her 
analysis of emotional intelligence Blackmore observed: 
This fits with the historical pattern of educational management and leadership’s 
unproblematised adoption and translation of new theoretical and conceptual trajectories out 
of popular management sources rather than sourcing new ideas from the disciplines of 
sociology, philosophy, psychology, politics, history or even organisational theory (2011, p. 
209). 
Departments of Education in Australia as well as the Australian Institute for Teaching and School 
Leadership (AITSL) include Goleman’s emotional intelligence in their approaches to school 
leadership even though warnings that Goleman’s model of emotional intelligence “may not promote 
the collaborative social interaction needed to identify weaknesses, hone strengths, and discover 
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untapped leadership capacity” (Yamamoto, et al., 2014) required in school settings. The focus on an 
individual’s capacity for team leadership places all responsibility for school data with the principal 
while at the same time dismissing any responsibility for the more complex issues that underlie 
social inequality.  
 
Blackmore’s critique of Goleman’s emotional intelligence also centres on social justice. Drawing 
on Hochschild and Boler, Blackmore (2011) questions the rigor of Goleman’s theory for it fails to 
address a number of significant issues central to the feminist beliefs that underpins their work. First, 
Goleman does not attend to the gendered and racialised nature of emotion work and display. 
Historically, because emotion is the binary opposite to rationalism, there remain social and cultural 
implications for the expression of emotion by both men and women. Goleman does not account for 
how emotions are used politically as site of social control and/or power, nor does his work allow for 
the critical inquiry and transformative practices of education. Zembylas (2007, p. 17) argues that the 
notion of ‘emotional intelligence’ serves to de-politicalize the anger felt at social injustice for it 
situates anger as a personal issue. Blackmore’s suggestion, that emotional intelligence “could be 
readily situated within the wider public consumption of self-help therapies offered within what 
many have called the rise of the narcissistic, therapeutic and individualised society” (2011, p. 220), 
confirms that emotional intelligence is of limited value in addressing the significant issues facing 
educators today. Goleman’s work therefore constitutes a misrepresentation of significant feminist 
theory. 
 
The social construction of emotion 
Further exploration and theorising on emotion by Megan Boler has advanced understanding of the 
nature of emotion. Boler argues that emotions are integrally linked to culture, social class, race and 
gender and, although similar patterns of gendered rules of emotion exist across cultures and ethnic 
groups, dominant cultures apply inconsistent norms and rules to different communities (1999, p. 
xiii). From her work with female students Boler (1999) observed that all were familiar with 
normative rules such as ‘boys don’t cry’ or ‘girls don’t get angry’, and most had learned to view 
emotional issues as private problems. In society, the pathologising of emotions has meant that those 
who deviate from the rules are medicated, for emotional issues are considered personal, not social. 
Boler argues that the dominant discourses of emotion that have controlled and shaped teachers and 
students are the moral/religious, scientific/medical and rational discourse of emotion (1999, p. xvii) 
and that feminist theories and pedagogies seek to challenge and resist the privatisation and 
pathologising of emotions (1999, p. xiv). This contradicts Goleman’s approach.  
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Boler’s approach to emotion rests on two premises. Firstly, emotions are a site of social control and 
secondly, emotions are a mode of resistance to dominant cultural norms such as the imposition of 
authority. In defining emotion, Boler acknowledges physiological and cognitive dimensions, as well 
as the linguistic dimensions of emotional awareness, attributing meanings, and interpretation. 
Emotions are also determined by particular social contexts and power dynamics between given 
individuals in a situation (Boler, 1999, p. 2). Boler considers that ultimately her conception of 
emotion “resonates with cognitive accounts of emotion that understand emotions and cognition are 
inextricably linked” (1999, p. xix). This aligns with Hochschild’s view that emotion has a learned 
dimension.  
 
The power of binaries to sustain hegemonic masculinity in institutions became very apparent to 
Boler in her academic search for theories of emotions to support theoretical challenges to 
positivism. Boler recounted how this realisation came to her as a revelation: 
It began to dawn on me that emotion’s exclusion … was not a coincidence. I discovered that 
the exclusion was part of an ancient historical tradition. The boundary—the division 
between “truth” and reason on the one side, and “subjective bias” and emotion on the 
other—was not a neutral division. And emotion was not alone on the “bad” side of the 
fence—women were there too. When I raised the question with my predominantly male 
colleagues, I discovered that not only was emotion not considered a worthy topic for their 
agenda, but also my mention of emotion was a faux pas. I had stepped directly into an 
ancient trap, a trap in part set precisely for me. And I fulfilled the common cultural 
stereotype of it being only the “unreasonable” woman who speaks, inappropriately, about 
emotion (1999, pp. xv-xvi). 
This encounter reveals how deeply held beliefs and practices, based in rationalism stemming from 
the Enlightment of the eighteenth century, infuse unwritten rules in contemporary society. Her 
response (embarrassment at falling into this trap) led her to question why emotion has been 
“maligned, neglected and assigned as property of the ‘other’, as a symptom of deviance” (Boler, 
1997, pp. 203-204). Her ultimate conclusion was that emotions are not personal or public, but 
“reflect linguistically embedded cultural values” (1999, p. 6). This assertion serves to challenge the 
gendered shackles imposed by binaries. 
 
The linguistic binaries that position one side as dominant or preferred with the alternate defined 
negatively in relation to the first are gendered (Weedon, 1997, p. 159). Fraser (2013b) argues that 
androcentrism, involving the privileging of values associated with masculinity over those associated 
with femininity, constitutes a major feature of gender injustice and that institutionalised patterns of 
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cultural values in the law, in government departments, and medicine uphold such values. As a result 
of the pervasiveness of these values, women are exposed to gender-specific forms of status 
subordination (Fraser, 2013a) such as sexual harassment, trivialising, exclusion, or marginalisation 
in public spheres. The application of the critical practice of deconstruction, attributed to Jacques 
Derrida, involves reversing oppositions to show how discourses achieve their effects, thereby 
enabling the critical reader to question texts not by attending to the intent of the author, but through 
intertextual relationships. This process has enabled feminists to expose how the language of 
seemingly everyday texts privileges and sustains the dominant masculinist order. Deconstructing 
Goleman’s argument reveals that the patriarchical need to rationalise emotion is in fact, disrupting 
the rational/emotional dualism. 
 
Emotion, gendered binaries and feminism 
Gendered binaries, essentialist in nature, sit at the heart of the Western values and sustain the 
dominance of hegemonic masculinities in bureaucracies and hierarchical institutions (Boler, 1999; 
Francis, 2012). Boler (1997) asserts that “to study the history of such dualisms underpinning 
Western philosophy is to study the history of the relations of power, of what activities and qualities 
are valued and commodified under what circumstances” (p. 204). The power of binaries in 
naturalising the oppression of women has been the target of feminists seeking to “bridge the gap 
between mind and body, reason and emotion, thinking and feeling” (Tong, 1992, p. 237) for the 
past three decades. Although Simone de Bouvoir’s innovative work, The Second Sex (1949), raised 
awareness of the power of binaries, it was not until the late 1990s that the rational/emotional binary 
embedded in the literature of educational leadership and management and teacher professionalism 
was challenged (Blackmore, 2011; Dillabough, 1999).  
 
Social constructionists such as Judith Butler (1990) reason that both sex and gender are discursively 
produced through the “(false) duality” of binary gender discourses and that sex/gender is 
performative; acted out through gender identities “rather than emanating naturally from a body” 
(Francis, 2012, p. 2 brackets original). In seeking to conceptualise gender in ways that avoid 
essentialism yet acknowledge the impact of the body and social structures in the production of 
gender, Francis (2012) argues that Bakhtin’s approach to the relationship between language and 
power has much to offer feminist analysis. Bakhtin shares with feminism an interest in the socio-
economics politics informing the construction of history; like Foucault, he is concerned with 
analysis of the shifts in social norms through different historic periods; and as a literary scholar, 
Bakhtin used deconstruction in the interrogation of canonical assumptions and hierarchies in the 
study of literature (Francis, 2012, p. 3).  
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Bakhtin’s interest in the dialogic construction of meaning led to his understanding “that language is 
not neutral, but rather reflects and constructs power relations” (Francis, 2012). Bakhtin explained 
that dominant forms of language (monoglossia) represent the world views and interests of dominant 
groups and that for every discourse multiple contradictory and resistant discourses (heteroglossia) 
exist that are part of the everyday world (Bakhtin, 1981). To Bakhtin, language is in essence, 
heteroglossic and dialogic, and while there may appear to be stability in the monoglossia, 
heteroglossia ensures “plasticity, contradiction and resistance” (Francis, 2012, p. 4). Heteroglossia 
and parody have the capacity to both undermine and deconstruct monoglossic accounts. While 
within Australian bureaucracies the sometimes pejorative term ‘femocrat’ was coined to describe 
women empowered by Equal Opportunity policies (Franzway, et al., 1989, p. 133), women referred 
to members of ‘the boys’ club’ in Education Queensland as the ‘Swinging Dicks’. Such is the 
gendered and sexualised heteroglossia of resistance. 
 
Drawing on Bakhtin’s notion of a gender matrix, Francis (2012) argues that a continuum exists that 
extends from the ultra-feminine (passive, silent, powerless) to the ultra-masculine (aggressive, 
without emotion or capacity for caring), neither of which in reality exists. From her research into 
the way gender is acted out by high achieving school girls, Francis identified the selective 
expression of both monoglossic and heteroglossic discourses. This, Francis argues, demonstrates a 
separation of sex from gender which supports Butler’s claim and also deconstructs the gendered 
binaries that work to sustain the hegemony of masculinised institutions. Further evidence to support 
the notion of a gender matrix is the emergence of women, referred to as ‘social males’, ‘the queen 
bees’ or ‘isolates’ (Blackmore, 1999b, p. 192), who are not ‘caring and sharing’ type leaders. 
Instead, their more aggressive and competitive approaches to leadership are more aligned with 
masculinism. 
 
Emotion as a site of resistance 
According to Boler (1999), radical feminism developed “the first collectively articulated politicised 
analysis of emotions as the basis for challenging oppression” (p. 108) through involving groups of 
women in consciousness-raising discussions about issues affecting them that required political 
action. This pro-active approach that emerged from the second-wave feminism of the late 1960s in 
the United States demonstrated that understandings of emotions as socially constructed, 
collaboratively formed and embedded in the discourses of groups and institutions could give 
leverage to group claims for equal rights (Boler, 1999).  
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The application of a consciousness-raising approach to issues within classroom contexts led to the 
identification of practices that support the development and expression of feminist values as 
feminist pedagogies. It was in 1981 that Schniedewind (1987) first described feminist pedagogies as 
including: the development of an atmosphere of mutual respect, trust, and community in the 
classroom, shared leadership, co-operative structures, the integration of cognitive and affective 
learning, and action (Boler, 1999, p. 118). Through engaging the highly effective practices of 
consciousness-raising and feminist pedagogies, radical feminists have sought to achieve 
transformative action in public and educational spheres. However, although these constitute 
powerful strategies for advancing feminist beliefs, Boler laments that these approaches have been 
overshadowed in feminist educational writing by Friere’s critical pedagogies which, she argues, 
serves to sustain the emotion vs reason dualism (1999, p. 126). 
 
In society, there are many men who are sympathetic to and/or benefit from the advances of 
feminism. In his discussion on men’s responses to feminist reforms Douglas (1995) argues that “the 
cultural privilege and authority that men receive by virtue of being male is accompanied by an 
alienation from their emotional selves and the people they love by their power and the need to 
maintain it” but “the impact of economic restructuring and feminism has shifted the balance of 
men’s experience of social power towards a keener sense of personal alienation, and has led to 
increasing dissatisfaction with the ideal of the masculine self” (p. 193). Connell has observed that 
many men, especially younger men, now accept principles of gender equity but that powerful men 
in the professions, in bureaucracies, in universities, and in politics find it “easier to acknowledge 
women’s rights to fair and equal treatment in the public world than to confront sexism at the 
personal level” (1997, p. 7). Connell argues however, that democratising gender would involve 
profound social change through the dismantling of conventional masculinities and that men would 
fear loss of power and privilege as a result of social change. 
 
Issues of gender, race and class infuse all social policies, including literacy reform. Insights into the 
alienation felt by men on the grounds of such differences reveal that androcentric organisations fail 
to question or understand difference (A. Luke, 1997; Walsh & Gokani, 2014). Allan Luke, who was 
to become Queensland’s Deputy Director General of Education, explained that through engagement 
with anti-racist movements and feminism he came to see the demasculinisation associated with not 
being ‘a white male’ as a strength that enabled the exploration of “new kinds of masculinity that run 
counter to traditional male power and sexism” (1997, p. 34). Luke’s paper aligned with 
Blackmore’s (2010b, p. 50) observation in relation to issues of race that “as a consequence of their 
being non-white, they (non-whites) are continually positioned as having to resist, reject, or make 
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equal claim to dominant white images to display and make obvious and explain their difference.” It 
is men such as these who become most conscious of their subjectivity and the social construction of 
masculinity that, through the power of patriarchy, privileges particular groups of men (Weedon, 
1997). As leader of education reform, Luke presented a different masculinity and promoted, through 
the processes implicit in Literate Futures, consultative and collaborative practices that engaged the 
hearts and minds of educators. But for many in leadership in schools this was not in alignment with 
Education Queensland’s focus on school-based management. Thus Luke’s feminised agenda, as 
explained in Chapter 1, endorsing practices aligned with feminist pedagogies, came into conflict 
with the recuperative masculinity of neoliberal state policy.  
Justice: Nancy Fraser’s approach 
Over the past two decades the complex task of analysing injustice has been advanced through the 
work of American feminist and critical theorist, Nancy Fraser. Based on an understanding of justice 
as “parity of participation”, Fraser’s conceptualisation has evolved from an initial identification of 
economic and cultural factors that create inequities to include the political dimension of 
representation. Fraser (2008d) now argues that a three dimensional theory of justice incorporating 
the political dimension of representation, the economic dimension of redistribution, and the cultural 
dimension of recognition (2008d, p. 15) provides an effective frame for analysing injustice in this 
era of globalisation. Her approach embraces all forms of oppression in all societies and adheres to 
the belief that women’s liberation must be sought in conjunction with social, economic and political 
justice for all people.  
 
Inspired by socialist feminism in her early career, Fraser rejected the view that there is an essential 
nature unique to woman, arguing that the gendered division of labour that exists is not natural but a 
result of capitalism’s exploitation of those who work. Her work recognises that, as a result of the 
interrelationship between, for example, gender and class, different forms of oppression and 
privilege are experienced by both men and women. Fraser explains that the political, because it is 
concerned with “the constitution of the state’s jurisdiction and the decision rules by which it 
structures contestation” sets the stage where “struggles over distribution and recognition are played 
out” (2013b, p. 195) and argues that the success of second-wave feminism resulted from the 
effective weaving together of these strands to address gender injustice. It is her view that the 
neoliberalism of the current era is separating the strands, creating situations in which the gains of 
the past could easily be lost (Fraser, 2009); for example, neo-capitalist society gives recognition to 
the ideals of equity but these are not universally practised. Neoliberalism’s focus on the politics of 
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difference or recognition rather than the politics of redistribution (Lingard, 2003, p. 38) 
acknowledges diversity and, at the same time, sustains unequal access to economic resources. 
 
Criticisms of Fraser’s work have stemmed from ideological and theoretical paradigms (Butler, 
2008; Forst, 2008; Rorty, 2008) and the complexity of language (Feldman, 2008; Kompridis, 2008), 
both of which construct multiple and conflicting discourses and interpretations of the dimensions of 
injustice. Her response to arguments against dichotomies (Young, 2008, p. 95) elaborates the need 
to meld socialist politics with multicultural politics in order to manage recognition and 
redistribution, as injustice for non-white women has both race and gender dimensions. As a critical 
theorist Fraser stands firm on the priority of progressing emancipatory aims through regarding 
“justice as the first virtue of recognition” for it secures the enabling conditions needed for all others 
(Fraser, 2008c, p. 333). In peeling back the layers of meaning of injustice, Fraser argues 
unequivocally that ‘recognition’ involves parity of participation and that all injustices fall under the 
single overarching norm of participatory parity (Fraser, 2008c, p. 337).  
 
Fraser’s responses to criticism, providing comprehensive analyses that allow deeper understanding 
of her complex thinking, serve to strengthen her attack on institutional injustice. Masculinist 
discourses of critique reveal that those who experience the benefits of patriarchy fail to fully 
appreciate the feminist understandings that underpin Fraser’s work e.g. the need to address parity of 
participation and status subordination (Kompridis, 2008). Kompridis’ failure to account for power 
asymmetries (Fraser, 2008c, pp. 338-339) is deferred to a focus on reason (rationality) rather than 
social relations (power), demonstrating denial or lack of awareness of the naturalised power 
asymmetries of institutions. Rorty (2008) demonstrates a lack of reflexivity by failing to recognise 
the significance of deconstruction in feminism’s work to eradicate the oppression invoked through 
language dualisms. To Fraser, deconstruction as an approach to the politics of recognition is 
superior to standard identity politics because it is more than affirmative; it is transformative. Fraser 
(2008a) argues that to move from affirmative approaches to transformative approaches is to realise 
a plurality of possible strategies from which reflexive choice can be made.  
 
Applying Fraser’s dimensions as an analytical lens 
In her approach to justice, Fraser addresses the economic through consideration of what citizens 
owe one another to be seen as equal before the law or achieve equality of opportunity through the 
question of: What should count as a just ordering of social relations within a society? (2013b, p. 
190). The cultural dimension of recognition represented by the who invites the question of: Who are 
the relevant subjects entitled to a just distribution or reciprocal recognition in the given case? 
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(Fraser, 2013b, p. 192). The political dimension is concerned with boundary setting and voice. 
Fraser identifies two levels. The first, ordinary-political misrepresentation, results from political 
decisions that wrongly deny some the opportunity to fully participate as peers. The second, 
misframing, occurs when “boundaries are drawn in such a way as to wrongly exclude some people 
from the chance to participate at all in its authorised contests over justice” (Fraser, 2013b, p. 197). 
Some consider misframing “as the defining injustice of a globalised age” (Fraser, 2013b, p. 199) 
because, through misframing, access to making any claim to justice is denied.  
 
The application of Fraser’s three dimensions to the context of education reform provides a critical 
framework for analysis by initiating questions such as: 
Economic: Equality of distribution (of resources) 
 What resources (human and financial) were allocated? 
 What form did rewards take e.g. financial, promotional,  
 What were the conditions of the work? Space? Time? 
 What was prioritised? What was ignored? 
 
Cultural: Equality of recognition (status) 
 Who was involved? 
 Who was involved in discussions about the development of the reform? 
 Who made the decisions about the allocation and distribution of funds? 
 Whose work/knowledge was rewarded? Not rewarded? 
 Who benefitted?  
 Who spoke? Who was silenced? 
 
Political: Equality of representation (voice) 
 How were roles assigned? 
 How were personal contributions e.g. intellectual capital, time etc. recognised and/or 
rewarded? 
 How were epistemological issues addressed? 
 How were successes recognised and acknowledged? 
 
Fraser’s dimensions refine the analysis of the reform process enabling the exposure of the operation 
of relationships between power, knowledge and gender. In reform contexts, it becomes very evident 
that norms tailored to the situation of dominant or majority groups are applied across the board 
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(Fraser, 2008e, p. 86). These are the default mode. The eternal sense of urgency that accompanied 
the reform served to render the recognition of difference as insignificant in comparison to the task at 
hand, and so worked to the detriment of those in less powerful positions, such as many of the 
women. It is my contention that, by juxtaposing Fraser’s framework with a theoretical 
understanding of emotion, analysis can be taken to the personal level, thereby enabling an 
investigation of injustice and the impact on those women and men involved. Subjective accounts 
“link the disclosive use of language directly to the project of unmasking domination” (Fraser, 
2008c, p. 335). In the next section I will examine theoretical approaches to workplace oppression 
that support Fraser’s notion of status subordination which deny parity of participation. 
 
What constitutes oppression? 
Feminists concerns with the place of women in the workplace centre on oppression and how it is 
manifested. Hearn and Parkin (2001, p. 14) explain that oppression results when certain 
constructions or categories of people are consistently treated in ways that undervalue, denigrate or 
hurt. Hearn and Parkin argue that historically, the patriarchal social relations of institutions are 
based on the sexual arrangements of the private domain where women perform unpaid labour in 
families. This arrangement provides the base infrastructure for organisations in the public domain 
so that organisations “can be seen as arenas of sexual labour, just as they are of emotional labour 
and other forms of labour” (2001, p. 15). This androcentric nature of bureaucracies has resulted in a 
history of violence which has become a central concern of mainstream organisational theory (Hearn 
& Parkin, 2001, p. 17) with men’s violence a significant focus of feminism. Hearn and Parkin 
(2001, p. 20) consider that organisational analysis has now moved from a gendered approaches in 
response to increased consciousness of social processes involving gender, sexuality, violence and 
violation to focus on understanding relations of oppressions in the social processes of organisations.  
 
The nature of what constitutes workplace violations has been refined by Hearn and Parkin (2001, p. 
19) who argue that violations can be “dramatic or subtle, occasional or continuous, chronic and 
endemic”. They can be invisible, normalised and naturalised, but always involve power relations. 
Definitions of violence vary but now include overt forms such as physical violence, bullying and 
harassment, as well as actions that violate. Iris Marion Young’s (2008, p. 93) identification of five 
“faces of oppression—exploitation, marginalisation, powerlessness, cultural imperialism, and 
violence” further refines this interpretation. Violations, embedded in the practices of institutions, 
serve to sustain the social control of women through material and economic force. Because these 
are naturalised there is consensual acceptance of these conditions by women. As a result, women’s 
lives continue to be determined by public and private divisions that ascribe gender roles and 
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emotion rules. Boler (1999, p. 7) stresses that in complying with these, women are active 
participants in their own subjugation. Feminists argue that, because women have suffered 
oppression and marginalisation under rules of patriarchy which justified their exclusion from the 
‘rational polis’ (Boler, 1999, p. 7) on the grounds of nurturing and caring and a tendency to over-
emotionality, emotions constitute political terrain. It is through interrogation of the emotions 
associated with the daily lived experiences of women that moments of oppression can be revealed.  
 
Practices that have evolved in governments and organisations to disguise inequalities involve 
symbolic violence and the use of symbolic power to control and dominate in subtle ways that 
prevent the domination being recognised. This can result in those who find they do not fit into a role 
laying the blame with themselves rather than the organisation’s non-inclusive practices (Hearn & 
Parkin, 2001, p. 18; Lortie, 2002). Only recently has the effect of shame on women at the hands of 
men been considered in legal matters (H. Baker, 2013). Baker argues that shame operates “as a 
gendered set of self-regulatory practices which are also practices of male power in individual 
women’s lives” (2013, p. 145). It is her view that legal and social policy needs to recognise how 
shame resulting from male violence impacts on individual women. The issue, Baker claims, is that 
the law is based in rationality and continues to deny the significance of many emotions. 
 
Education bureaucracies 
The systematic failure of bureaucracies to lead and manage the work of the teaching profession at a 
time of rapid change appears to indicate that the rational discourses of efficiency stifle progress, 
thus raising questions about the efficacy of system leadership and whether the education 
bureaucracy is an out-dated institution. While feminists have targeted bureaucracies, principally 
because of the impact of hegemonic masculinity on women’s careers (Blackmore, 2005, 2013a; 
Ferguson, 1984; Franzway, et al., 1989), other critical factors have been identified. Government 
concern with maintaining public favour has resulted in failure to sustain worthwhile change and the 
implementation of ineffective and potentially destructive policies such as those that focus on 
phonics has initiated. Within the context of reform, claims of injustice derive from evidence 
showing that those who advocate and develop changes benefit, as there are more rewards than costs 
for them; whereas those expected to implement change experience more costs than rewards (Fullan, 
2000a, p. 127). Injustice is inherent for if the change works, the individual teacher gets little of the 
credit; if it doesn’t, the teacher gets most of the blame. Fullan (1993, p. 47) has long argued for 
increased autonomy at the school level through “site-based management and teacher empowerment 
that would free educators from centralised bureaucracies and their stifling effects”. The enactment 
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of this however, has resulted in greater accountability measures that constitute another form of 
bureaucratic domination. 
 
Bureaucratic practices ultimately impact on the lives of teachers, students and communities. In 
1998, following an inquiry into the status of the teaching profession, the Australian Government 
published A Class Act which found that the politicisation of the bureaucracy was a factor affecting 
teachers’ morale, professionalism and status. In education the capacity of the ‘boys’ club’14 to 
marginalise women was identified by Limerick and Anderson (1999) as a factor discouraging 
women from seeking advancement. Principals admit that unrealistic demands made by the 
bureaucracy, considered to be out of touch with the real world of schools, are frequently addressed 
through subversive means (Limerick & Anderson, 1999). In Queensland, restructuring in education 
has involved ministers of education taking tighter control of significant policy agendas. Their 
reliance on political advisers, predominantly men, has resulted in policy making becoming 
“simultaneously more top-down and more masculinist in character” (Limerick & Lingard, 1995, p. 
5), resulting in the reinforcement of a gendered division of labour whereby policy is made by men 
and implemented by women. This pattern continues and is evident at the state-level where the 
review of teacher education and school induction was carried out by Brian Caldwell and David 
Sutton, and at the national level where the Australian curriculum review is currently being 
undertaken by Professor Ken Wiltshire and Dr Kevin Donnelly.  
 
The rigidity, inflexibility and oppression of education bureaucracies has been the target of those 
seeking to bring about change for decades (Franzway, et al., 1989). Quoting Weber’s metaphor of 
“the iron cage of bureaucracy”, Beatty (2011, p. 2) argues that this “demonstrates acute recognition 
that, as organisations practice systematic depersonalisation to rationalise what goes on within them, 
they become traps of our own creation”. Furthermore, Beatty (2011) suggests, because 
bureaucracies are “sluggish with a tendency towards maintaining the status quo” they are ill-suited 
for learning responsiveness and “if we rely on bureaucracies to address global problem-solving, all 
will be lost” (Beatty, 2011, p. 2). Beatty’s implication, that bureaucracies are more focused on 
sustaining power structures than addressing complex social issues, brings into question the capacity 
of such organisations to lead reform.
15
 
 
 
                                                 
14
 Men in senior positions 
15
 In Queensland, because of the power struggles inherent in bureaucracies during a period of change, the head office of 
Education Queensland came to be colloquially known as ‘Toxic Towers’, another example of the heteroglossia of a 
hierarchically organised workplace. 
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The effects of neoliberal politics 
Neoliberalism has resulted in education policy being conceptualised “as a central plank of economic 
planning” (Rizvi & Lingard, 2000, pp. 423-424) with governments taking tighter control of 
education. This process, adopted only in Anglophone countries (Blackmore, 1999a, p. 13), has been 
accompanied by reducing investments and has seriously impacted upon schools and the work of 
teachers. Ball (2006) has concluded that teachers can no longer be driven by a sense of moral 
purpose; instead, the culture of new managerialism is dominated by discourses of excellence, 
effectiveness and quality. In the 1990s Ball (1997) warned that this emerging culture of self-interest 
would leave no space for professional ethics as education focused on goals, performance and 
budgets. The priority given to data by governments has now cemented views of teachers as 
technicians, effectively diminishing their professional responsibility to develop, teach and assess in 
ways targeted to meet the capabilities, interests and needs of their students (Blackmore, 2013a; 
Brooks, 2006; Lofty, 2006; Noddings, 2007).  
 
Interviews with teachers in England and the US reveal that the take-over of the core business of 
schools by governments has seriously affected teacher morale (Apple, 2001; Ball, 2003; Brooks, 
2006; Lofty, 2006). The negative effects of the focus on performance go to the heart of teacher 
professionalism for teachers are challenged ethically by demands that contradict their sense of duty. 
Ball (2003, p. 144) argues that the grounds for these struggles are “highly personal, expressed in the 
lexicons of belief and commitment, service and even love, and of mental health and emotional well-
being”. Predicted consequences of this trend to performativity include an exodus of teachers from 
the profession, a split in the professional ranks or a system meltdown (Freebody, 2007; Whitty, 
2002). Anecdotal reports of experienced and competent teachers leaving the profession are 
currently coming from within Queensland in response to C2C
16
, the prescribed approach to the 
implementation of the Australian curriculum that has been enforced by the State Government on 
State schools.  
 
Emotion, teaching and leadership in schools 
During the 1990s women in education were empowered through equal opportunity initiatives that 
resulted in increasing numbers of women taking up school leadership roles. This also saw a rise in 
the numbers of women moving into leadership roles in government and the bureaucracy. In 
Queensland, Anna Bligh became the first woman to hold the positions of Minister for Education 
(2001-2005) and Premier (2007-2012). However, for many women the sense of emancipation was 
short lived, as policies implemented by neoliberal governments have resulted in a different form of 
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disempowering control. This has stifled any opportunities for valued change to be generated from 
the ‘bottom-up’. Instead, change in schools has resulted from greater accountability measures 
demanded by governments aiming to get more for less through competition policies.  
 
Increasing external accountability has meant that those in middle-management must now comply 
with greater executive demands from above as well as manage the incessant discontent expressed 
by those below. Principals report that relentless and increasing demands necessitating the 
commitment of unpaid time to work results in stress as work imposes on personal/family time 
(Starr, 2009). This is increasingly seen as a factor discouraging those who may have aspired to 
leadership positions or even to teaching as a career to make other choices (Starr, 2009), as is the fact 
that leadership in times of change is recognised as a highly emotionally charged activity (Sachs & 
Blackmore, 1998, p. 1). A further issue is that, in Australia, there remains a discourse of equality 
which allows men to be complacent about gender equity and masks the fact that labour markets are 
in reality structured around gender inequalities (Blackmore, 2007, p. 11). This is a concern because 
the intensification of work in education stemming from the need to manage the emotional fallout of 
change is predominantly an issue for women, and fails to be addressed. It is an issue of 
redistribution (Fraser, 2008b). 
 
The impact of the imposition of policies framed by neoliberal governments has resulted in an 
increasing demand for recognition to be given to the emotional work involved in managing people 
within large and complex organisations through a period of change. Drawing on Fineman (1993) 
and Roper (1994), Blackmore explains: 
Managerialism argues that a ‘strong corporate culture’ is the social glue that binds together 
the messiness of change, but it fails to address the level of emotional investment in bringing 
about, or resisting, change either at the individual or group level, that is, the emotional 
economy of organisations (1999b, p. 162). 
Significant obstacles confront those at the coal face who seek to bring about change. As a result of 
numerous and on-going reforms to education, many members of staffs have become resistant to 
change or, as a result of ‘change fatigue’, give only superficial engagement. Blackmore suggests 
that because emotion is individualised, leadership systematically fails to consider the generative 
capacity of emotion to build community through tolerance and empathy, and a shared sense of 
responsibility for student learning.  
 
The management of diverse and complex organisations such as schools through education 
bureaucracies requires the regulation of behaviours of both adults and children. Sachs and 
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Blackmore (1998) suggest that the emotions of teachers are regulated by the school context where it 
is appropriate to display emotions associated with being in control. They found that very early in 
their careers teachers learn implicit rules about emotions, the most consistent of which was “you 
never show you couldn’t cope” (p. 6). Likewise, for those working in leadership positions, emotions 
“are regulated by emotional rules that are implicit within the organisational ethos of the education 
system and the school itself” (Sachs & Blackmore, 1998, p. 1). 
 
Analysis of data gathered following the implementation of New Basics
17
 in Queensland 
demonstrated the critical role school leadership was seen to play in the success of reform. Land 
(2004, p. 9) claimed that around 5% of schools had the capacity to translate vision into reality, 5% 
failed, and the remaining 90% were amenable to reform if it includes externally prepared and highly 
developed packages that organise the curriculum and instructional reform into manageable 
components. Expressing a masculinist perspective that aligned with the pervasive neoliberalist 
thinking of the time, Land argued that success at the highest level was reliant upon a visionary 
leader, a cohesive staff, a relentless focus on learning, and the search for excellence in outcomes 
(2004, p. 9). This stood in contrast to the educational research demonstrating the power of 
collaborative, student-focused professional learning communities to sustain improvement that many 
working with Literate Futures favoured (Blackmore, 1999a, 1999b; Darling-Hammond, 1995; 
Louis, Kruse, & Marks, 1996). The competing discourses of leadership within the bureaucracy 
indicated that significant work needed to be done to foster leadership practices that would produce 
student data at the highest levels in schools with a self-managing capacity.  
 
New forms of leadership that are distributed and shared are grounded in collaborative inquiry within 
professional learning communities. However, moving away from traditional hegemonic 
bureaucratic hierarchies to more egalitarian, democratic and discursive approaches does not sit 
comfortably in systems controlled by external accountabilities (Beatty, 2007b). Learning 
communities involve the redistribution of power and resources rather than the traditional practices 
of delegation that hierarchical structures employ. Drawing on Fraser, Blackmore (2013a) argues 
that greater diversity in and of leadership should be informed by understandings of social justice 
gleaned through the lenses of recognition, redistribution and representation. Research into 
leadership that has turned around declining schools and brought significant improvement in 
severely disadvantaged state schools in Queensland reveals that taking ownership of the change 
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process is the beginning of a deeply emotional journey (M. Mills & Niesche, 2014; Niesche & 
Mills, 2013). 
 
Leadership is a social practice, not just an intellectual matter, and as a social practice it is 
also a moral and emotional matter. Good leaders address the moral dimensions of change, 
seek to develop high levels of trust and openness, and display a capacity to make sound 
ethical judgments, but not from a position of superior moral judgment (Blackmore, 1999a, p. 
39). 
The focus on management has let slide the strong focus on social justice that underpins stories of 
school improvement (Blackmore, 2010d; M. Mills & Niesche, 2014; Niesche & Keddie, 2011) and 
taken with it any recognition of the conflicts and struggles faced by those who, on a daily basis, 
confront the emotional challenges brought about by change in schools. Much of the leadership 
literature continues to focus on the attributes of a single leader (Gardner, et al., 2009; Goleman, 
1998; Mayer, et al., 2004; McColl-Kennedy & Anderson, 2002) resulting in the active suppression 
of emotion by school principals (Niesche & Haase, 2012). Empirical evidence demonstrates that 
school improvement is more often the result of collaboration, sharing and trust; all of which involve 
emotion work (Elmore, 2006; Fullan, 1993; Hargreaves, 2004). 
Conclusion 
Throughout her works Fraser has stressed that “overcoming injustice means dismantling 
institutional obstacles that prevent some people from participating on a par with others as full 
partners in social interaction” (2013b, p. 193) and that feminism, as an emancipatory force, must 
sustain and refine “its structural critique of capitalism’s androcentrism, its systemic analysis of male 
domination, and its gender-sensitive revisions of democracy and justice” (Fraser, 2013b, p. 1). 
Although this is an almighty challenge, the feminist cause has been handed a powerful tool in 
Boler’s theorising of emotion as a culturally constructed site of social control and mode of 
resistance. Boler’s work confronts historical constructions that, through oppositions set up by 
gendered dualisms, have sustained androcentrism. In many societies, this was most evident in the 
enactment of the rational/emotional dualism which determined that rational men are leaders and 
women, the carers. Based on this view education systems in the English speaking world have 
institutionalised administration as a male domain and classroom teaching as women’s work. 
 
The adoption of neoliberalist policies in education has, in many ways, been quite devastating. This 
is particularly so for those who hold strong views on social justice and have found themselves 
responsible for implementing practices that work against their beliefs. The emotional demands of 
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leading under such conditions have been well documented both in Australia and overseas 
(Blackmore, 2004a; Brooks, 2006; Langford, 1994; Noddings, 2007), yet the evidence shows that 
the place of emotion in educational institutions has been systematically overlooked and ignored at 
all levels. Although this continues to be the case within bureaucracies, emotion is becoming 
increasingly recognised as a critical factor within leadership and classroom research literature. 
Emotion brings a critical lens to workplace cultures when it is conceived of as socially constructed. 
 
Awareness of the emotional stress caused to educators by the destructive forces of neoliberalism has 
come from men and women alike, thus decentring the rational/emotional dualism responsible for 
the enduring nature of hierarchies in management practices in education. A stark contrast exists 
between bureaucratically and hierarchically organised approaches and those that build collaborative 
and trusting relationships. In schools, the necessary but unrecognised responsibility for attending to 
the emotional dimensions of school improvement is reliant upon the capabilities of those who lead 
to build a professional workplace culture. As Blackmore points out, “leadership is not just about 
good ideas or vision but also giving intuition and emotion a respected role in the change process” 
(1999a, p. 39). The move by governments away from leadership to management has significantly 
impacted on the work of school leadership and the type of professional learning that teachers 
experience. 
 
Theorising emotion in relation to gender has helped to disrupt the relationship between sex and 
gender and supports the view that a matrix is a preferred means of representing how biological and 
social constructs overlap. In this study the data indicate that both men and women were emotionally 
affected by their work; not only because leadership was centred within a masculinised bureaucracy, 
but also because of the insidious effects of neoliberalist policy on beliefs about social justice. This 
study therefore, provides an insight into the social control of emotion in relation to hegemony that 
Boler (1999) identified as an unexplored aspect of education. 
 
In the next chapter I explain the approach to data collection and method of analysis used to explore 
emotion within a reform context. In accordance with Chronotope IV and feminist poststructuralism, 
the focus is language in context; in particular, language that carries feelings of empowerment or 
feelings of powerlessness. I provide details of participants and the questions that guided interviews. 
The organisation of data through discourse and analysis of language within the categories Gee 
identifies as the seven areas of “reality”―significance, activities, identities, relationships, politics 
(the distribution of social goods), connections, and sign systems and knowledge (Gee, 1999a, pp. 
11-13)―provided a means of identifying the themes, debates, and motifs within the interview data
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Chapter 4: Methods: A feminist poststructuralist reading 
 
Research accounts must be assessed along more pragmatic lines—whether they are useful, whether 
they restore the forward movement and productivity of human activity that has become bogged 
down or no longer productive (Packer & Addison, 1964), and whether they function to expose and 
transform hegemonic regimes of truth and asymmetrical power relations (Deleuze & Guattari, 
1987; Lather, 1991b) . Thus, evaluation strategies based on verisimilitude, emotionality, personal 
responsibility, an ethic of caring, political praxis, dialogic research practice, and multi-voiced texts 
must replace those based on positivist notions of validity, reliability, and generalizability (Denzin & 
Lincoln, 2000, p. 10). 
(Kamberelis & Dimitriadis, 2005, p. 61) 
 
This chapter outlines first, the approach to theory and method that has been deployed to design the 
research project; second, the methods utilised for data collection; and third the process of analysis 
undertaken. The thesis is a qualitative study of a literacy reform that seeks to further understandings 
of how emotion serves as an indicator of injustice. It focuses on Literate Futures (2001-2004), one 
of a series of policies initiated by the Queensland State Government in response to heightened 
awareness of global change associated with the advent of the new millennium. Literate Futures was 
implemented in 2001, coinciding with the rise in neoliberalist views and practices by policy makers, 
as discussed in Chapter 1. As revealed later in this thesis, these policy processes impacted 
negatively on the work and lives of many who were responsible for the actual progress of the 
reform. As a result, strong emotion accompanied accounts of working under increasingly neoliberal 
approaches to leadership. The relationships between power/knowledge, language and gender are 
central to this work.  
 
In this chapter I reaffirm my reasons for pursuing the study; I outline how my research methodology 
is organised around the following key considerations: verisimilitude, emotionality, personal 
responsibility, an ethic of caring, political praxis, dialogic research practice, and multi-voiced texts; 
and explain the methods and methodology applied.   
The case for the study 
I am implicated personally in Literate Futures through my former role as an Education Adviser 
(Local Needs—Literacy) in regional Queensland during the implementation phase. More generally I 
have had a long-term professional engagement in literacy education through my work as a literacy 
coordinator in a metropolitan secondary school and my experiences in the Department of Education 
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where I held project officer roles for English and literacy. Through these personal engagements I 
became acutely aware of the difficulties associated with policy implementation at different levels 
and how officers committed to equity and social justice were increasingly frustrated by government 
interventions. It was not until I had completed a number of interviews, however, that I became 
aware of how women were positioned in reform and the impact of this on their lives.  
 
Aims 
Initially I framed my project as seeking to gain an understanding of factors that impacted upon the 
successful implementation of literacy reform. During the initial phases of the research, however, I 
realised that this was an abstract and positivist framing of the project that silenced and hid the 
investments and personal contributions of the key participants in the reform process. I observed that 
Literate Futures provided golden opportunities for a number of those involved in the leadership of 
the reform, predominantly men, to advance their professional careers and options while, at the same 
time, huge demands were made on others, predominantly women, constraining their options and 
careers. The foci of my research shifted, therefore to analysing the positioning of women and 
women’s subjectivities within the reform process, and documenting the high stakes power games 
over the management and production of knowledge in a politically charged field. Here, the 
knowledge/power relationship invited investigation from a feminist perspective, in particular the 
androcentric practices that led to injustice, and the possibility that injustice could negatively impact 
on the outcomes of reform became a question of interest. Lather’s observation (1991a, p. 21) that 
“the exclusion of women from the knowledge base brings into question that which has passed for 
wisdom” became pertinent as it was apparent that some knowledges were valued over others and 
that strong lines were drawn on gender grounds. 
 
As an adviser, I had observed that the process of school change required strong and supportive 
leadership that involved commitment and open communication; it was dependent upon respectful 
relationships and trust (Fullan, 1993). Because of this it was emotionally demanding of those who 
held responsibility for its success. Emotions, Boler (1999) explains, are experienced in response to 
events that affect us but the manner in which these are expressed is culturally determined; what is 
considered appropriate for and beneficial to men differs from that for women (Blackmore, 2005, 
2010d; Court, 1995). From my reading I found that emotion, historically associated with the 
feminine, remains a grey area in research. Boler’s assertion (1999, p. xv) that “the social control of 
emotions as a sight of resistance to oppression, are underexplored areas of study in most scholarly 
disciplines” was also an impetus to this study, for my data increasingly revealed that emotion was 
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integrally linked to motives driven by moral and ethical purposes. A further challenge was 
determining a consistent and reliable method of data analysis for exploring the ways in which 
emotion is inherently built into language used to reflect upon the power/knowledge relations 
experienced. The questions which this study therefore sought to address were: 
1. What insights into the emotion work of education reform does the Queensland Literate Futures 
story provide? 
2. What were the social justice implications of this reform? 
3. What impact did differing levels of 'emotional labour' have on key actors in this reform? 
Methodological framework 
Because of my involvement with the reform and close working relationship with a number of those 
interviewed, the notion of “chronotopes of qualitative inquiry”18 provided an approach to the study 
that encompassed the underlying factors that were highly significant in the reform. The term 
‘chronotope’19, adopted by Bakhtin (1981) has been taken up by Kamberelis and Dimitriadis as a 
way to acknowledge the social forces such as “plots, themes, agents, forms of agency, scenes, 
objects, affective dispositions, kinds of intentionality, ideologies, value orientations” (2005, p. 24) 
that are part of our everyday world and significant to the context in which a reform is undertaken. 
Kamberelis and Dimitriadis suggest that the dimensions of being, the common understandings 
associated with a chronotope such as “the common cultural sense”, “sensibilities”, “logics” etc, 
become embodied within the people working within a chronotope such that they become part of the 
chronotope itself; there is alignment between what the individuals believe to be natural, proper and 
obvious and the “common cultural sense” within the chronotope (Kamberelis & Dimitriadis, 2005, 
p. 25).  
 
The significant impact of the work on those committed to literacy improvement, many of whom 
were women, led to my choice of feminist poststructuralism as the frame for analysis. Through the 
notion of ‘discourse’ feminist poststructuralism explains the social constructedness of gender, race 
and class and the workings of power invested in patriarchy. Carmen Luke (2011) argues that this 
works to silence women and people from all but Western cultures. Feminist poststructuralism 
                                                 
18
 Chronotopes of qualitative inquiry take into account historical context, practices and agency. They “index durable 
historical realities that constitute what is common, natural and expected by collectives of social scientists who conduct 
particular kinds of qualitative research.” (Kamberelis & Dimitriadis, 2005, p. 25) 
 
 
19
 Kamberelis and Dimitriadis identify four chronotopes. These are: 
1. Chronotope I: Objectivism & Representation 
2. Chronotope II: Reading & Interpretation 
3. Chronotope III: Skepticism, Conscientization & Praxis 
4. Chronotope IV: Power/Knowledge & Defamiliarization (Kamberelis & Dimitriadis, 2005, p. 28) 
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adopts the view that language is always socially and historically located in discourses, that 
discourses represent political interests, and these constantly vie for status and power (Weedon, 
1997, p. 40). To poststructuralists, language constitutes social reality (Weedon, 1997, p. 22) and is 
discursively produced in that “speakers produce fluctuating meaning in relation to how powerfully 
they are positioned within a range of competing discourses” (Baxter, 2003, p. 10). It is Fairclough’s 
claim (2003) that the social changes currently effected under neoliberalism have made the analysis 
of language as a means of inquiry more salient and more important than ever before.  
 
The centrality of power/knowledge, gender and language in postmodern and poststructuralist 
approaches is premised on understandings that include: knowledge is always related to power, 
subjectivity is produced in and through institutional discourses that provide the possibilities for and 
limits of our lived experiences, and that language and meaning do not exist in people’s minds but in 
the multiple and interrelated set of discourses within which people are already situated (Kamberelis 
& Dimitriadis, 2005). These constitute Chronotope IV
20
. Underpinning Chronotope IV is Foucault’s 
assertion that what is true or false is dependent on specific “games of truth” or “regimes of power” 
upon which the possibilities for making any knowledge claims depend (Foucault, 2002). Because 
different games of truth create and sanction different knowledges, the context in which knowledge 
is situated becomes significant. To Foucault, power is implicit in determining knowledge and truth, 
thus the concept of power/knowledge can be seen to replace ideology (Lather, 1991a, p. 14). 
Foucault argues against narrow conceptions of power as a negative force, demonstrating that power 
is also technical and positive (1994). Discourse is considered more than dialogic; it always involves 
a struggle for power.  
 
The methodological approaches provided through CDA are particularly valuable to the Foucaultian-
inspired critical work of Chronotope IV (Kamberelis & Dimitriadis, 2005, p. 119). A strong case for 
developing critical discourse analysis as a resource for social analysis and research put forth by 
Fairclough (2003) has been supported by contemporary qualitative researchers such as Dimitriadis 
and Kamberelis (2005), Lather (1991a), Wodak (2001) and van Dijk (2003) who recognise that 
because of the interconnection of language with social life, it makes good sense to use discourse 
analysis in conjunction with other forms of analysis. Ball (1997) also recognises that “research is 
thoroughly enmeshed ‘in’ the social and ‘in’ the political and developments and innovations within 
                                                 
20
 Chronotope IV: Power/Knowledge & Defamiliarization 
 Knowledge is an effect of existing power relations  
 Truth is an effect of power/knowledge 
 Subjects and objects are both produced within existing relations of power 
 Language is a force among other forces that produce the real (Kamberelis & Dimitriadis, 2005, p. 28) 
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the human sciences, like education, are intimately imbricated in the practical management of social 
and political problems” (p. 15). In this research it is argued, that because emotion is socially 
constructed and is therefore a valid source of data, discourse analysis enables the study of emotions 
in context. This approach constitutes an emerging field of investigation.  
 
Some feminists now argue that emotions reflect linguistically embedded cultural values (Boler, 
1999, p. 6). Consciousness-raising and the associated field of feminist pedagogies (Boler, 1999) that 
arose from the radical feminist movement of the 1970s have proven to be effective means of 
disrupting the masculinised hegemony that has sustained the oppression of women and 
marginalised others on racial grounds. These approaches however, have come under attack from 
conservatives who view them as politically driven anti-male movements (Farrell, 1993); a narrow 
view demonstrating “how deeply the oppositions between feeling and intellect are built into 
Western paradigms and language that shape educational work” (Boler, 1999, p. 109).The 
transformation of consciousness requires attention to the intersection of emotional experiences, 
theories, and analyses of social institutions (Boler, 1999, p. 117).  
 
Feminist poststructuralism does not accept that language is “a transparent medium for the 
expression of meaning” (Weedon, 1997, pp. 143-144), but considers discourses, structured by 
dominance, historically produced and interpreted, and legitimated by the ideologies of powerful 
groups and institutions such as education (Weedon, 1997; Wodak, 2001), as constitutive of social 
identities, social relations, and worldviews (Kamberelis & Dimitriadis, 2005, p. 119). Feminists are 
critical of the use of irreconcilable dichotomies that position women as ‘the other’ or opposite to 
men, for these contribute to essentialising views of women that sustain the patriarchal order through 
everyday language (Blackmore, 1992, p. 35). Weedon (1997, p. 107) further argues that because of 
the dominance of patriarchy “much feminist discourse is either marginal to or in direct conflict with 
dominant definitions of femininity and its social constitution and regulation”. Fraser (1996, p. 16) 
identifies androcentrism as the authoritative construction of norms that privilege traits associated 
with masculinity and, by implication, devalues those coded feminine. Thus there is a need for on-
going attention to the construction of subjectivity through language and texts. 
 
The potential therefore exists for critical discourse analysis approaches to enrich feminist 
poststructuralist research (Kamberelis & Dimitriadis, 2005). Contemporary research includes a new 
emerging field of feminist poststructuralist discourse analysis (FPDA) described by Baxter (2003, 
p. 1) as “a feminist approach to analysing the ways in which speakers negotiate their identities, 
relationships and positions in their world according to the ways in which they are located by 
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competing yet interwoven discourses”. In this study discourse analysis provided a means of 
exploring language that included “diverse viewpoints, contradictory voices and fragmented 
messages” (Baxter, 2003, p. 45) expressed in interviews about processes and work that was difficult 
and challenging; often disappointing, but also with some rewards. 
 
The dominant discourses of Literate Futures, as expressions of social practice determined by a 
political agenda, were institutionalised and regulated, linked to implementation and the positive 
outcomes of reform. Such discourses, Jager (2001) suggests, are managed in that rules apply to 
what can be said or not said at a certain point in time; they are not as concerned with the exercise of 
power and its effects on those involved. As with all reforms that involve change, the dominant 
discourses associated with Literate Futures included new terms and understandings that Jager 
(2001, p. 34) refers to as “temporarily valid truths”. Such language, such as multiliteracies 
permeated participants’ accounts, but it was through the process of one-on-one interviews that the 
silenced and problematic issues of injustice were revealed.  
 
Within Chronotope IV language is considered intentional; always involving social and power 
relations. Discourse analysis, based on insights into discourse as historically produced and 
interpreted, and structured and legitimated by the beliefs and practices of dominant groups, 
provided a way to identify power as pressure from above and possibilities of resistance to unequal 
power relationships that appeared as social conventions (Wodak, 2001, p. 3). Poststructuralists 
recognise that although language provides different ways to talk about emotion, and to give 
accounts to ourselves and to others, speakers provide partial and inconsistent accounts because 
responses are ‘customised’ for specific contexts, interests and goals. Gee explains: 
We have a repertoire of different linguistic forms—different ‘ways with words’ for and 
about emotions—tied to different, partial, ever-changing, sometimes conflicting, theories, 
images, storylines, metaphorical systems, frameworks and schemas that we recruit, adapt 
and transform ‘on the spot’ in interaction (1999b, p. 306). 
Thus the interview provided an opportunity for interviewees to present resistant discourses when 
reflecting on their experiences for “situated meanings are rooted in embodied experience” (Gee, 
1999b, p. 308). How experiences are spoken about is dependent upon the understanding of the 
purpose and context for sharing. 
 
  
78 
 
Attributes of evaluation strategies 
The high profile given to literacy and sustained through the media has ensured that it remains 
political, controversial and emotive. Allan Luke’s task of advancing a progressivist policy within an 
increasingly regressive neoliberal politic brought together those responsible for managing budgets 
and timelines with knowledgeable practitioners, deeply committed and passionate about their work 
in terms of its potential to make a difference. The merging of groups with conflicting 
understandings and goals created antagonism, resulting in frustration, anger, and loss of expertise. 
Analyses of bureaucratic approaches have revealed shortcomings in the management of the angst 
that accompanied change with the evidence demonstrating that there was a tendency to depoliticise 
emotion in favour of managerialist processes (Boler, 1999; Franzway, et al., 1989). It is for such 
reasons that many of those I interviewed, who have had extensive experience of life in the 
education bureaucracy, refer to the workplace as ‘Toxic Towers’. As my data drew on personal 
reflections of work that was political, sometimes rewarding but often difficult and frustrating, the 
qualities of the evaluation strategies for qualitative inquiry identified by Kamberelis and Dimitriadis 
listed above provides the guidelines for analysis. Specifically, in this chapter I outline how my 
research methodology is organised around the following key considerations: verisimilitude, 
emotionality, personal responsibility, an ethic of caring, political praxis, dialogic research practice, 
and multi-voiced texts. 
 
Verisimilitude 
Truth, Foucault explains, is socially constructed; each society constructs ‘general politics’ of truth 
that are the types of discourse it accepts and make function as true (Foucault, 1994, p. 131). To 
poststructuralists therefore, the meaning of language is not fixed; “any interpretation is at best 
temporary, specific to the discourse within which it is produced and open to challenge” (Weedon, 
1997, p. 82). Lather (1991a) has argued that the challenge posed to feminist researchers in their 
efforts to generate new ways of knowing that interrupt unequal power relationships is that liberatory 
intentions impose “meanings on situations rather than constructing meaning through negotiation 
with research participants” (p. 13). In response to such claims I approached the interview process as 
a discussion that was collaborative in nature, with the aim of better understanding how the political 
situation impacted on the reform. Thus I was able to ask further questions to seek clarification 
where necessary. As all stories were shared in confidence without participants knowing who else 
was interviewed or what other interviewees said, this study assumes that “the authority of 
experience” (Boler, 1999, p. 123) can be considered as a reliable source of data.  
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To verify my analysis, those who were named in my research have read and had the opportunity to 
comment upon the work. Through a process of reflexivity that considered the ways in which our 
portrayals of social realities simultaneously describe and constitute realities (Miller & Fox, 2004, p. 
36) underlying assumptions were discussed and meanings clarified. Reliable knowledge claims, 
Lather (1991a, p. 25) argued, arise out of the struggle against oppression in ways that move towards 
reflection on the conditions that make knowledge possible. In sharing thoughts on how the 
conditions of their work affected the outcomes of the reform and how they felt personally about 
their work, interviewees revealed patterns of emotional responses to their experiences in the 
different contexts in which policy development and implementation were negotiated and enacted.  
  
Emotionality 
Although a number of years had passed since the project was drawn to a close, interviews revealed 
high degrees of emotion. Initially an unexpected finding, this led to the question of why it was that 
so many people, particularly women, invested significant emotional labour into this reform, from 
within the bureaucracy to the school level. The notion of emotion work is explained by Hochschild 
(1979, p. 563) as “a gesture in a social exchange that occurs when an individual’s feelings do not fit 
the situation”. Hochschild (1979) argued that feelings become commoditized in work dependent on 
the capacity to manage meaning and that women are more likely to find themselves in jobs with low 
financial rewards and little authority, but requiring a high degree of emotion and display 
management (pp. 569-570). The reality was that the demands of the work assigned to women 
involved managing the feelings of others, such as bureaucrats, and principals and teachers 
threatened by change. This was exacerbated by conflict, tight timelines and insufficient direction. 
 
Although the final decades of the twentieth century had seen a government led focus on gender 
equity for women in Queensland, the educational bureaucracy remained a historical and hierarchical 
construct of the patriarchal state (as discussed in Chapter 2). Shaped by its past culture where 
women were prevented from participating in management (Daws, 1995, p. 99) and assumptions that 
relegated female experience to the private sphere, the bureaucracy operated in ways that naturalised 
masculinist behaviours and attitudes towards women. Discourses of power that privileged idealised 
masculine virtues such as decisiveness, incisiveness and strength led to “gender blindness”; where 
the terms ‘bureaucracy’ and ‘department’ became blanket terms that concealed the messiness, 
emotionality and personal relationships which characterised real life in the organisation (Ozga & 
Walker, 1995, p. 36).  
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The reflections of those who were drawn into the politics of reform revealed that harms resulted 
from androcentric patterns of cultural values and status hierarchies (Fraser, 2008d, p. 105) and that 
these failed to be acknowledged. From interviewees’ accounts common themes emerged, revealing 
that institutional practices negatively shaped the subjectivities of many who made significant 
contributions at high levels to the reform. The emotions that accompanied the reflections confirmed 
this. One participant told of the breakdown of a coordinator; another of her own experience of 
suffering depression at the end of the project. The strength of focusing on discourse as a means of 
understanding more about emotion lies in the capacity to go beyond the assumption that emotions 
are biologically determined or a personal response to a private experience to acknowledging that 
people respond to events in socially determined ways, that discourses of discontent emerge from 
specific contexts, and these are political sites of power and resistance (Boler, 1999, p. 6). Patterns of 
emotional responses to the conditions under which work was carried out within the reform provide 
strong evidence to challenge the discriminatory practices exposed.  
 
Personal responsibility 
It is not the intention, nor would it be feasible, for this thesis to present a feminist alternative for 
policy development and implementation, but more to explore the viewpoints and experiences of 
those with deep knowledge and first-hand experience of a government’s push to advance literacy 
teaching and learning across a state. Foucault explained that “truth is a thing of this world: it is 
produced only by virtue of multiple forms of constraint” (1994, p. 131).The participants’ stories, 
emerging from the effects of constraints imposed by the contexts of their work, can be considered 
as “truth effects” of reform. However, discourses of resistance emerge from the heteroglossia of 
gender which Francis (2012) explains “is not present only occasionally, or manifest in particular 
subjectivities, but is integral to all productions of subjectivity (p. 11 italics original). It is when 
those who have been constrained by the monoglossia of bureaucracy and hierarchically structured 
institutions present their account that a richer picture of reform emerges. Analysis of the multiple 
discourses that emerged through the interviews revealed that both the new knowledge and 
bureaucratic process created problems that caused stress. Foucault identified disjunctures and 
discontinuities as opportunities for the emergence of new discourses that can replace old ones 
(Miller & Fox, 2004), a point of significance for feminists seeking to progress equity and social 
justice. 
 
Although fortunate to have had the opportunity to contribute to a number of English and literacy 
initiatives within Education Queensland over the past two decades I feel a responsibility to address 
what I have come to see as the underside of reform; the hidden effects and the toll it can take on 
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committed people. A continued focus on discriminatory practices is required as history has shown 
that bureaucracies have a tremendous capacity to reinvent themselves in order to sustain the 
privileged androcentric power structures that prevail. Uncovering the silences and secrecy that 
surround organisational processes involving exploitation, oppression and conflict, exposes 
organisational violence. This is a politics of recognition (Hearn & Parkin, 2001, p. 146) of the 
competencies demonstrated by those who carried out the intellectually and emotionally demanding 
work associated with reform in the face of adversity stemming from androcentric power structures. 
Because issues of oppression are frequently dealt with by silence and omission (Boler, 1999, p. 184) 
there is an on-going need for critical inquiry into the ways lives are mediated by systems of inequity 
such as classism, racism and sexism (Lather, 1991a, p. 3). This study of the Literate Futures reform 
exposed bureaucratic practices that exploited and denied recognition. It provides evidence for 
change so that such situations are less likely to be repeated or accepted as “the way things are” 
(Lather, 1991a, p. 18).  
 
An ethics of caring 
The rapidity with which managerial discourse has colonized public service domains such as 
education has been identified by Fairclough (2001, p. 126) as a problem. These discourses, 
masculinist in nature and premised on managerial business models, marginalise the feminine. The 
expanding discourses and practices of the new managerialism that coincided with the development 
of Literate Futures involved the masculinisation of theories, policies and management talk that 
made it hard to change common-sense in more critical directions (Apple, 2001, p. 417). Under 
neoliberalism the state turned the notion of equity into a discourse of individual responsibility 
addressed through choice, thereby abrogating responsibility for the provision of quality education 
for all. Through this shift in language, the beliefs about social justice and socio-cultural factors 
influencing student achievement underpinning Literate Futures were wiped from educational 
discourse. To approach this study through an ethic of caring is to recognise that anger and grief 
resulted as the rising tide of neoliberalism turned deeply held understandings of and commitment to 
social justice, derived from extensive global research, into educational flotsam and jetsam 
(Blackmore, 2005; Teese, 2004).   
 
Transformation requires recognition of silenced and marginalised voices; in this reform, it was 
predominantly the women who contributed so much of the intellectual and emotion work required. 
As the evidence of injustice inherent in the reform grew, I realised that there was a strong case for 
putting the social construction of gender at the centre of this study (Lather, 1991b, p. 71) for there 
was no government initiated analysis of process that specifically focused on the human toll of 
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reform. As the impact of neoliberalism’s demand for efficiency of bureaucratic process leaves no 
time for issues of equity, the essential work needed to remedy this will only be carried out through 
consciousness-raising initiated by women who care. Franzway, Court and Connell (1989) suggest 
that “politics [is] seen as a boys’ game connected to a destructive anti-human system which women 
should avoid; yet in the same image it is women who have the capacity to clean it up”(pp. 157-158). 
The context of academic research is one means by which issues of gender, race and class can be 
exposed.  
 
The interview process was, in itself, an emotional experience for many of the interviewees. All were 
comfortable with the questions and sought to answer them systematically, in a logical manner. 
However, as situations that had adversely affected them were recalled, past stresses became 
apparent. In many cases, after the recording of the interview was completed, the participant spoke at 
length about their work, the difficulties faced, and their concern for the future of education. Many 
also discussed their feelings of betrayal and anger and how they had dealt with that. The experience 
of interviewing influenced my work as a researcher; for I felt that, through their generosity and 
good faith, I had been given powerful information that provided valuable insights into the ways 
governments, as greedy institutions, seek to benefit from those willing to sacrifice personal time, 
and frequently career opportunities, to advance socially just reform. My ethic of caring determined 
that I ensured their accounts were dealt with sensitively and that their experiences will not be 
forgotten. For the educators involved the provision of a socially just education system remains a 
high ideal; to them, the responsibility of a civil society.  
 
Political praxis 
This study involved reflection with the goal of determining action that could possibly transform 
what was a deeply patriarchal approach to the management of change. The evidence suggests that 
many of the professional women drawn into this reform were at the mercy of bureaucratic processes 
and that the main beneficiaries of the system were a privileged minority of men (Franzway, et al., 
1989, p. 97). Interviewees described and reflected upon experiences that took place within a 
specific political and historical context in which theoretically informed understandings of social 
justice were progressively overridden as neoliberal views gained ascendency. From a feminist 
perspective, revealing injustices through lived experiences is a form of consciousness-raising; a 
means of emphasising women’s emotions as expressions to be publically shared and recognised as 
central to critical inquiry and political transformation (Boler, 1999, pp. 114-115). This is not an 
easy task as it requires deconstruction of the complexity of ways in which the state is gendered 
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through administrative rules and practices based on out-dated assumptions about women’s role in 
the workforce” (Franzway, et al., 1989, p. 90).  
 
Criticism of consciousness-raising approaches stem from the traditional failure in western 
academies to recognise feelings and emotions as legitimate sources of data (Boler, 1999). The 
denigration of consciousness-raising and feminist pedagogies, Boler (1999, p. 109) argues, “is 
rooted in the deep-seated bias against feminisms and emotions within higher education and 
scholarly work” and that in the hierarchy that privileges reason and truth “emotions are culturally 
associated with femininity, ‘soft’ scholarship, pollution of truth and bias”. However, the 
significance of emotion in work contexts is increasingly being given recognition by feminist writers 
who have rejected the positioning of emotion in political, social and economic theory as being 
“weak, personal, dangerous, bad and restricted to the private domain of women” (Blackmore, 
2013a, p. 146).  
 
Hearn and Parkin (2001, p. 149) have identified the processes associated with the hierarchical 
exercise of power in bureaucratic organisations as a potential or actual cause of violation that 
“intersect with and encompass processes of sexuality, gender and power” (p. 146). It is now more 
essential than ever to question the place and worth of women’s contribution to educational reform 
and challenge contexts that require women to silently bear the brunt of mismanagement, 
inefficiency and confusion. Exploring the potential of emotion to identify how certain expectations 
and practices impact upon those involved is a means of critically reading education reform for it 
disrupts the silence surrounding women’s work, exposing assumptions and practices deserving 
greater scrutiny. Nancy Fraser, committed to structural-institutional critique (2008d, p. 11), has 
identified that injustice stems from political, economic and cultural factors (2008d, p. 15) and 
provided an effective frame for analysing injustice. The dimensions of (mis)recognition, 
(mal)distribution and (mis)representation are used to identify injustices experienced by those 
involved in the Literate Futures reform.  
 
It could be expected that making a significant contribution to a major educational reform should 
bring with it recognition and opportunities of career progression, and for some men, this was the 
case. However, for most, little has changed since de Beauvoir (1949, p. 722) lamented “they 
[women] do not receive the social and moral benefits they could legitimately expect in exchange for 
their work; they simply resign themselves to its constraints”. In this reform, women were involved 
at all levels in the production, circulation and reception process (Blackmore, 2010c, p. 103) and 
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their stories revealed continuing inequity not only in terms of pay and conditions, but also in terms 
of institutional expectations and professional opportunities. Although research into improving 
literacy outcomes consistently confirms that sustainable improvement requires both a strong 
commitment to reform and a deep knowledge of effective practice on which to build that reform 
(Blackmore, 2010c; Elmore, 2006; Timperley & Robinson, 2001) those with this capacity were 
limited by the bureaucratic and hierarchical structures that defined their roles.  
 
Dialogic research practice 
Dialogic practices involving my supervisors, Professors Peter Renshaw and Martin Mills have 
shaped and refined this study. The shifts in direction are evident in the nature of presentations made 
as this thesis evolved. Initially my thesis was entitled The Anatomy of a Reform. In line with this I 
presented a paper at the 2008 Australian Association of Researchers in Education (AARE) Brisbane 
Conference entitled Literacy, Educational Disadvantage and Educational Policy that explored the 
relationship between literacy research, literacy policy and classroom practice; in particular, how 
policy shaped within the bureaucracy is taken up in the classroom. However, as the issue of gender 
in reform became more and more apparent my thesis focus changed. At the 2010 University of 
Queensland School of Education Postgraduate Research Conference my work was entitled Literacy 
Reform for a New Millennium: A Feminist Poststructuralist Reading. By 2011 my presentations at 
the Gender and Education (GEA) conference in Exeter and at the Hobart AARE conference focused 
on Gender and Literacy Reform in a 21
st
 Context. In 2013 my paper Gender Politics in 21
st
 Century 
Literacy Reform was published in The Australian Educational Researcher. My thesis is now called: 
Exploring the Gendered Hearts, Minds and Work of Literacy Leadership Through Queensland’s 
Literate Futures Reform. It has been a journey of awakening. 
 
This is a study of the differentiated roles of people caught up in a hegemonic gender order. It has 
been an iterative process that has involved continuous engagement with literature in the fields of 
feminism, social justice, educational leadership, literacy, language and discourse analysis in order to 
address the issue of gender within the complex and messy world of education reform and present 
the study in a way that conveys the meaning intended with respect to those who gave information 
and regard to the potential reader. However, of all the attributes of qualitative inquiry, I considered 
dialogic research practice to be least explored in this study. Much of the data were gathered from 
the interviews which provided participants with one opportunity to discuss their involvement. In a 
number of instances interviewees volunteered further information, either immediately after the 
formal interview was completed, through email and/or informal conversations. Also, there had been 
years of on-going dialogue about literacy between myself and some of those I interviewed. As both 
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Learning and Development Centre (LDC) co-ordinators have continued in roles that support 
teachers with curriculum and classroom literacy practices there have been further informal 
conversations about their work and how it has been impacted by the national focus on literacy 
through NAPLAN
21
. This is addressed in Chapter 7.  
 
Multi-voiced texts 
It has become increasingly evident that neoliberalism has threatened advances made by earlier 
waves of feminism and fostered situations where work intensification and exploitation of women 
result from the androcentric nature of bureaucracies. From history we have learned that when those 
who are victimised unite to protest against their oppression through consciousness-raising, change 
can occur (Boler, 1999). However, in situations such as education reform, individual women do not 
speak up against the forms of abuse experienced as, through acts of self-surveillance, there is a 
tendency to blame oneself. Hence there is a strong case for research that engages multiple voices if 
injustices are to be identified and acted upon. One goal of this research was to provide a place for 
multiple voices to be heard. 
 
The complexity of working with language and texts to explore meaning involved recognising that 
what was said in the interview was historically situated, influenced by status and role, and 
potentially changing understandings of literacy and literacy reform. Mindful of the complexity of 
varying perspectives, Bloome and Clark (2006) stress the importance of attending to language: 
Every word invokes a history of its use, both what has gone before and what is to come 
later. … Part of the historical context involves the acknowledgement of multiple voices. 
These different voices and their histories and ideologies play against each other. Voices can 
be submerged and subsumed; they can be harmonised; they can stand out from each other 
and create discord; they can create dialogue. Voices do not exist in isolation; they only stand 
in relation to other voices, even if only implicitly so (pp. 228-229).  
 
Although analysis must be conscious of and sensitive to the multiple perspectives that give 
recognition to social and contextual factors which lead to conflicting accounts, data also allow the 
identification of common themes. 
 
Silverman (2004) questions whether stories are the voicing of particular organisational discourses, 
warning of the possibility that a concentration on “lived experiences” can lead to an essentialist or 
                                                 
21
 National Assessment Program – Literacy and Numeracy (NAPLAN) is an annual assessment for students in Years 3, 
5, 7 and 9. 
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‘romantic’ conceptions of meaning (p. 344). Silverman acknowledges, however, that “although 
ethnomethodology, poststructuralism and feminism would appear to have little in common with 
qualitative research’s symbolic interactionist roots, here they do, sanctified by the siren call of 
‘lived experience’ ”(2004, p. 344). Approaching data analysis with this warning in mind, combined 
with the theoretical frameworks provided through the work of Gee and Halliday, has guided both 
the selection of case narratives and the manner in which language is analysed. 
Methods: Data collection  
 
The participants 
Interviewees, selected because of their intimate understanding of aspects of the reform, included a 
Director General, Professor Allan Luke who was Deputy Director General of Education at the time, 
three academics involved with the reform and the development of resources, a member of the 
advisory group, three writers, one primary and one secondary school principal, two LDC co-
ordinators and an independent literacy consultant who had been a teacher in a state school. One 
principal had also taken on the role of District Director responsible for approximately 40 schools in 
regional Queensland at the time Literate Futures was implemented. One LDC coordinator 
contributed to the writing and another writer worked as a consultant after the writing finished. 
Although my initial target group was broader, these people, predominantly women, provided a rich 
source of material for analysis from multiple perspectives.  
 
Both the direction of my research and the interviewees changed as a result of Education 
Queensland’s refusal to grant ethical clearance for interviews to be conducted in schools. The 
reason given by the Strategic Policy and Performance Branch was: 
Therefore in choosing whether to participate in external research projects, several criteria 
are considered including alignment of the research focus with the department’s current priorities, 
the likely impact on school operations, and potential direct benefits of research findings on 
educational outcomes. 
Your application has been reviewed and it has been decided that the particular case study is 
unacceptable; therefore, the department is not willing to volunteer to participate in your research 
at this time. 
This unexpected setback halted my progress and forced a new approach. Because of the lack of 
clarity around who could be interviewed, I initially restricted interviews to those who were no 
longer working for Education Queensland. Education Queensland had recommended that I talk to 
Catholic and Independent schools but these schools had not been the target of the reform and knew 
very little about it. Consultation with key literacy personnel in these sectors confirmed that Literate 
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Futures was not a priority for them. In response to this, and after consultation with my review panel 
at The University of Queensland, I sought to interview EQ personnel outside of school hours, 
thereby not infringing upon the restrictions that applied. All who were approached agreed to 
participate. In all instances interviewees were given ethical clearance information in accordance 
with The University of Queensland’s policy and provided with a set of the questions to guide their 
response. Each participant received a copy of the transcript of their interview to allow for 
comments, clarifications, and changes if necessary. 
 
The questions 
The purpose of the interviews was to allow each participant to tell their story of the reform; to 
reflect on its goals, the issues they encountered, and the benefits they felt were derived from it. 
Interviews of approximately one hour’s duration were based on a set of questions that addressed: 
 the participant’s role prior to and during the development and implementation of Literate 
Futures 
 their understanding of the context for literacy reform 
 their response to the reform; that is, how they worked with it 
 the challenges faced because of the role in which they were engaged 
 their personal reflections: hopes and regrets  
 
Because literacy reform is complex and multiple approaches have been documented, and because 
language is patriarchal (Weedon, 1997, p. 66), these questions were not constructed with the view 
of establishing truths, but were designed “to expose the possibilities and consequences of various 
discourses” (Kamberelis & Dimitriadis, 2005, p. 53) associated with Literate Futures. The 
questions were concerned with perspectives on what happened, the effects of what happened, and 
what could have been. This allowed participants to discuss the theory and/or beliefs that influenced 
their practice and their views on their work. Text selected for closer analysis covered participants’ 
reflections on aspects identified to be significant. To me, the researcher, gender became a most 
salient issue, but this was not necessarily so for each interviewee. 
 
I have also drawn on the texts and resources that were developed to support schools with the 
implementation of the reform. The Report of the Literacy Review for Queensland State Schools 
(Queensland Government, 2000) provided background information on issues, alerted schools to the 
priority areas, and explained the approach that was to be adopted. This included the strategic plan 
and the roll out based on financial years (not school years) for the period 2000/01 ― 2004/05. 
Details of the implementation process have been referenced from the Whole-School Literacy 
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Planning Guidelines (Department of Education, 2002) and Professional Development: The 
Teaching of Reading for a Multiliterate World (P-7) and (7-12) (Anstey, 2004b). These 
demonstrated a collaborative and individualised approach, not a checklist (Anstey, 2004a, p. 12), 
that placed responsibility in the hands of school leadership. The Ministerial Portfolio Statements 
Budget 04-05 (Queensland Government, 2004) focused on details of strategic planning and funding 
allocations. 
 
Methodology: Data Analysis 
Discourse as an organising frame  
The interview process provided a vast amount of information through which the experiences, the 
thoughts, and the actions of significant players in Literate Futures were shared. This included 
ambitions and achievements, as well as admissions of failure and sensitive moments that revealed 
much about motives and deeply held beliefs. As a researcher I came to feel a great sense of 
responsibility towards those who shared this information as, from a feminist perspective, it was 
only through such insights that consciousness-raising could feasibly initiate change. I therefore 
perceived my role as one of identifying that which was salient in moving forward reform processes 
so that hegemonic regimes of truth that constructed and sustained unequal power relations could be 
identified.  
 
Blackmore’s social practices of educational policy—production, circulation, and reception 
(Blackmore, 2010c, p. 103)—provided a means of categorising perspectives. Here the term 
“Discourse”, referred to “the culturally and historically specific status of a particular form of 
speech, and to the variable authority and legitimacy of different kinds of language or utterances” 
(Boler, 1999, p. 5) that were associated with the work. Using Blackmore’s fields as an organising 
framework for discourse analysis ensured that insights into the social practice of reform at all levels 
were included. It was through analysis of what people thought and said within these different fields 
that “a reflexive uncovering of the regimes of truth” (Yates, 1994, p. 431) associated with this 
reform emerged.  
 
I therefore categorised data as follows: 
Discourses of production—Reflections from the senior bureaucrats within the Department of 
Education and their associates who initiated the Literate Futures reform. Developed to support the 
New Basics project, Literate Futures came about in response to the identification of student literacy 
as a significant educational issue in Queensland’s government schools. The intent of Literate 
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Futures was to identify examples of effective practice in the teaching of literacy already evident in 
schools and use this as a starting point to raise teacher competencies.  
Discourses of circulation—Accounts from writers, those with expertise in the teaching of reading, 
learning support, school leadership and new literacies, invited to develop materials to support 
LDCs. These people, supported by a production team, worked from the initial report, Literate 
Futures—Report of the Literacy Review for Queensland State School (Queensland Government, 
2000) and drew on global research into improving literacy outcomes.  
Discourses of reception—Case narratives from those at the district and school levels who led the 
implementation of the reform. The first requirement of schools under this reform was to develop 
their own whole-school literacy plan. To ensure all staff understood the socio-cultural approach and 
its application in their classrooms, all teachers were to receive, work through, and annotate a copy 
of the resource Literate Futures: Reading (Anstey, 2002a). This was followed by the CD-ROM, a 
technically advanced and complex resource initially intended for use by the Learning and 
Development Centres (LDCs), but because of delays with production, the CD-ROM was distributed 
to all schools shortly before the project was drawn to a close. This meant that while they were 
operating, LDCs had each developed their own direction and materials; the LDCs were not able to 
support schools with resources provided on the CD-ROM, and schools were not offered any 
professional development into the use of the CD-ROM which, at the time, required a degree of 
technological knowledge that made it difficult to navigate. It was inaccessible to many teachers. 
 
A framework for textual analysis 
In order to sustain a consistent approach to textual analysis I utilised Gee’s seven building task of 
language. Gee suggests that these tasks describe the “reality” of what is always constructed through 
spoken or written interaction whenever people communicate.  
Table 1: Building tasks of language (Gee, 1999a, pp. 11-13) 
Task Discourse analysis question 
Significance How is this piece of language being used to make certain thing significant or 
not and in what way? 
Activities What activity or activities is this piece of language being used to enact? 
Identities What identity or identities is this piece of language being used to enact? 
Relationships What sort of relationship or relationships is this piece of language seeking to 
enact with others, present or not? 
Politics (the distribution of 
social goods) 
What perspective on social goods is this piece of language communicating 
(i.e. what is being communicated as to what is taken to be “normal,” “right,” 
“good,” “correct,” “proper,” “appropriate,” “valuable,” “the way things are,” 
“the way things ought to be,” “high status or low status,” “like me or not like 
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me”, and so forth)? 
Connections How does this piece of language connect or disconnect things; how does it 
make one thing relevant or irrelevant to another? 
Sign systems and 
knowledge 
How does this piece of language privilege or disprivilege specific sign 
systems (technical language vs everyday language) or different ways of 
knowing and believing or claims to knowledge and beliefs? 
 
This framework provided a consistent approach to the identification of salient aspects within 
transcripts. Furthermore, the questions drew attention to the words, phrases and syntax that 
expressed facts, ideas and emotions. Halliday (2005) identified that language, as a communication 
system, has four functions: the experiential, the logical, the discoursal, and the interpersonal, and 
that experiential is arguably the most important as this includes the linguistic expression of the 
speaker’s experience of the external world and includes the inner world of his/her own 
consciousness; his/her perceptions and emotions (p. 145). Systemic Functional Linguistics (SFL) 
provides both a means of analysis and a metalanguage to explain how meaning is constructed and 
conveyed.  
 
Discourse analysis is considered to be complex because of the interrelationship of discourse as 
language in use, and text, and because in discourse “the effects of power and ideology in the 
production of meaning are obscured and acquire stable and natural forms; they are taken as ‘given’” 
(Wodak, 2001). Fairclough (2003) explains: 
I see discourse analysis as ‘oscillating’ between a focus on specific texts and a focus on 
what I call the ‘order of discourse’, the relatively durable social structuring of language 
which is itself one element of the relatively durable structuring and networking of social 
practice. Critical discourse analysis is concerned with continuity and change at this more 
abstract, more structural, level, as well as with what happens in particular texts (p. 3). 
To deconstruct text is to recognise that meaning is not stabilised by language but by the force of 
dominant cultural values. A feminist poststructuralist reading adopting Critical Discourse Analysis 
(CDA) aims to expose the contradictions and injustices that are naturalised in the everyday 
language of reform.  
 
Themes, debates and motifs 
Gee (1999a, p. 21) has identified that conversational language used by people involved in a social 
activity centres on “themes, debates and motifs” and these influence how the language is 
interpreted. From the data gathered I identified the themes, debates and motifs relating to the 
processes of production, circulation and reception as listed below. It was through the processes of 
  
91 
 
identifying and analysing emotional responses to the aspects listed that I sought to further 
understandings of emotion as a social construct. This attended in some way to Boler’s claim (1999, 
p. 128) that “the lack of attention to emotions as a site of ideological control reflects a vastly under-
theorised dimension of power and subjectivity”.  
 
Table 2: Themes, debates and motifs 
Themes Debates Motifs 
The central concepts Contentious issues Any recurring element, subject, 
idea or concept 
 
Changing times: increasing 
demands of education 
Emotion work: leading and 
managing change 
Women in education: their 
work, its value, exploitation; 
recognition 
Professional knowledge: 
leadership and professional 
development 
Social/institutional knowledge: 
demands and responsibilities  
Discrimination: gender, race  
Careers: Who benefits? Who 
loses out? 
 
Literacy improvement: 
ideological perspectives 
Bureaucratic leadership: 
political vs educational goals 
Managerialism: demands of; 
limitations of;  
Neoliberalism 
 
 
Emotion: as socially and 
culturally constructed; men and 
anger; 
Gender equity: symbolic 
violence 
Women’s work: intensification 
of; rewards of;  
The bureaucracy: hegemonic 
masculinity  
Language: institutional jargon; 
changing meanings 
Time: timelines 
Space: location 
 
 
The provision of a set of questions to be used as a starting point for reflection provided a context for 
analysis that opened up possibilities for participants to describe experiences and express points of 
view. The seeking out of themes, debates and motifs from interview transcripts drew the focus of 
analysis to the many ways in which forms of marginalisation and oppression were enacted and the 
effects of these on participants. As a means of organisation, themes relate to issues of equity and 
social justice associated with literacy reform; debates are centred on significant issues, many of 
which continue to haunt attempts to improve literacy outcomes in countries across the globe; and 
motifs include those recurring aspects that repeatedly impacted on participants and their work and 
were the source of much angst at a personal level. Motifs are of little or minor interest to the 
bureaucracy. 
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Comparisons made across the discourses of production, circulation and reception identified 
commonalities and differences resulting predominantly from the manner in which power was 
exercised over or by the participant. Kamberelis and Dimitriadis (2005) consider that within 
Chronotope IV “people are always complicit in the construction of asymmetrical relations of power 
and assigning differential value to various subject positions, even when they are attempting to 
challenge or subvert oppressive power relations” (p. 47). Discourses of resistance emerged where 
there was a space between the position of subject offered by a discourse and individual interest 
(Weedon, 1997). Although this study included the views of both those who benefitted from the 
hegemonic masculinity of bureaucratic leadership and those positioned outside of this group, I am 
ultimately interested in the potential for transformative action as a result of resistance. 
 
Choosing words; making meanings 
I have drawn on Halliday’s Systemic Functional Linguistics (SFL) (Halliday, 2009; Halliday & 
Matthiessen, 2004) in my approach to Critical Discourse Analysis (CDA). Of all approaches to 
CDA, Halliday’s linguistic theory, built on the premise that language is shaped by the social 
function it serves, is considered to have most in common with CDA (Chouliaraki & Fairclough, 
1999). SFL enabled the identification of language choices that conveyed and described the feelings 
of participants towards knowledge, events and issues that were significant to them in the reform. 
Because of differing involvement participants brought varying degrees of different knowledges to 
the interview. These included the declarative ‘knowing that’, the procedural ‘knowing how’ and 
social knowledge of groups such as those existing in the professional or institutional context in 
which they worked (van Dijk, 2003, p. 90).  
 
The analysis of a complex and innovative education reform a number of years following its 
completion involved sifting through many stories and acknowledging that there would be multiple 
perspectives on what happened. Accounts of lived experiences and expressions of viewpoints 
provided insights not only into the complexity of reform, but into individuals’ beliefs about the 
context in which they worked and the ways in which their commitment was recognised and/or 
rewarded. Education reform requiring cultural change is complex, chaotic and emotional work 
(Blackmore, 2004a; Bowe, et al., 1992; Elmore, 2006; Fullan, 1993) and as this research confirmed, 
predominantly the work of women.  
Conclusion 
This study, based on the development and implementation of Literate Futures, explores the effects 
of educational reform on a group responsible for different leadership roles at a time of ideological 
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transformation in response to the threat of globalisation. It is a qualitative study situated within 
Chronotope IV, grounded in poststructuralist feminism and critical discourse analysis, both of 
which adopt Foucault’s theory of power. The approach to data analysis is structured, utilising Gee’s 
seven building tasks of language and drawing on Halliday’s systemic functional linguistics. As this 
work is a form of consciousness-raising that seeks to further the feminist cause for recognition of 
injustices associated with education reform, a major focus is the theorising of emotion as a social 
construct and hence potential site of resistance. The analysis of data attends to the attributes of 
evaluation strategies for qualitative research identified by Kamberelis and Dimitriadis (2005)—
verisimilitude, emotionality, personal responsibility, an ethics of caring, political praxis, dialogic 
research practices and multi-voiced texts to provide a reflexive account; one that values the 
productivity of all human activity , and “exposes and transforms hegemonic regimes of truth and 
asymmetrical power relations” (Deleuze & Guattari, 1987; Lather, 1991b) that plague education 
reform.  
 
The next chapter is the first of three data analysis chapters. Chapter 5 focuses on the 
conceptualising and development of the Literate Futures reform, the work undertaken by Allan 
Luke. It draws on the reflections of Allan Luke; two women, an interstate academic who worked as 
a critical friend and a member of the advisory group; and two men, a Director General of Education 
at the time and an academic who contributed to the reform.  
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Chapter 5: Developing a literacy policy for the 21st century 
 
Policy is not done and finished at the legislative moment, it evolves in and through the texts that 
represent it, texts have to be read in relation to the time and the particular site of their production. 
They also have to be read with and against one another — intertextuality is important. Second, the 
texts themselves are the outcome of struggle and compromise. The control of the representation of 
policy is problematic (Bowe, et al., 1992, p. 21). 
 
Critical organisational and feminist theory see organisations as emotional economies in which 
individuals have varied emotional investments embodied in their gendered and racialised 
professional identities within unequal structures of power (Blackmore, 2013a, p. 147). 
 
Note: Italicised text is used for: 
 direct quotes from interviewees throughout the remainder of this thesis 
 Gee’s seven building tasks of language: Significance, Activities, Identities, Relationships, 
Politics (the distribution of social goods), Connections, Sign systems and knowledge. 
The context for a state literacy policy 
The goals of state education, prioritising the need to prepare students to contribute to and so benefit 
from a strong state economy embracing the global trend to knowledge societies were clearly 
expressed in Queensland State Education―2010 (QSE―2010) (Queensland Government, 1999), 
the strategy for the future of education in the first decade of the new century. This document, 
placing a strong focus on social issues, identified the importance of equity as making “full use of 
the talents of the workforce [which] demands the removal of gender, and any form of cultural and 
generational, discrimination” (Queensland Government, 1999, p. 9). These ideals were evident in 
the Literate Futures positioning document which stated that “Queensland schools must develop 
ways to equip students to live better with the complexity, uncertainty and diversity that arise from 
changes to families, cultures, economics, information technologies, governments, and the workforce 
in the twenty-first century” (Dickman & Marshall, 2002, p. 1). Change was inevitable, but 
considered. However, the Queensland Government’s response to the demands of globalization 
coincided with the rise of neoliberalism, an ideology favouring a minimalist state and promoting 
values of competition, economic efficiency, and choice (Rizvi & Lingard, 2010, p. 31). In this 
context, Blackmore argues, policy is increasingly conducted by a ministerially driven executive 
mode of government, which privileges hard core masculinity premised upon strong leadership, and 
competitive individualism (1999b, p. 122).  
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The development of the Literate Futures policy by Professors Allan Luke and Peter Freebody was 
premised on a socio-cultural approach that took into account social, cultural and historical factors 
impacting upon literacy learning. As Queensland’s priorities shifted from social welfare to 
neoliberalism’s economic rationalism conflicting discourses emerged between those with a vision 
for improving literacy outcomes through approaches that promoted teacher professionalism and 
public servants primarily focused on goals and timelines. The education slogan of ‘bridging the 
gap’ became ‘raising the bar’, metaphorically repositioning teachers’ responsibilities towards 
standards set through external accountabilities. Under such conditions the policy process was tough 
and emotionally demanding, particularly for those who held on to the view that educators had a 
moral responsibility for assisting students at risk.  
 
To gain insights into the discourses of policy production, I interviewed Professor Allan Luke
22
; his 
name synonymous with both the New Basics and Literate Futures reforms designed to provide 
students with the skills and dispositions for successful participation in the predicted knowledge 
economies of the twenty-first century. I also interviewed a supporting academic and a Director 
General of Education involved in the development of Literate Futures, both of whom were male, 
and two women: Lara, a member of the Literacy Review Technical Advisory Group with significant 
leadership experience in curriculum and Grace, an academic from interstate who acted as a critical 
friend to those developing Literate Futures. To provide further insights, I have also drawn on data 
from the discourses of circulation and reception that gave perspectives on the multiple influences 
and agendas from within the policy formulation process (Ball, 2006, p. 45). This chapter addresses 
the political context that influenced and shaped Literate Futures. 
 
The analyses of the discourses of production draw on Ball’s conceptualisation of policy as text and 
discourse (2006, p. 44). This approach takes into account the processes and outcomes of policy, 
acknowledging both the debate brought about by the entry of new policy into existing power 
relations and the struggles and compromise that occur over the interpretation and enactment of the 
policy. Ball (2006, p. 51) also explains that there are first and second order effects of policy: first 
order being changes in practice and structures; second order being the impacts of these changes on 
patterns of social access and opportunity and social justice. The practices and structures of Literate 
Futures were focused through the Learning and Development Centres (LDCs); social justice 
through the intent to increase the opportunity of students at risk to access the curriculum. For 
Queensland schools, Literate Futures was policy, “pre-eminently, statements about practice―the 
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 Allan Luke has agreed to be named in this thesis. 
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way things should or could be―which rest upon, derive from, statements about the world―about 
the way things are; intended to bring about idealised solutions to diagnosed problems” (Ball, 2006, 
p. 26). It was a reform initiated and developed within the education bureaucracy, traditionally a 
masculinised culture (Chapter 2), with the intent of influencing classroom practice, the domain of 
an increasingly feminised workforce. This chapter addresses the political context and explores the 
disjuncture between education policy driven by values of social justice and teacher professionalism 
and the practices of neoliberalism. It reviews how women were positioned in the development of 
policy. The capacity of the bureaucracy to manage complex educational reform is brought into 
question. 
 
Political decision making: The case for reform 
In Queensland, at the turn of the century, prioritising literacy was a political decision driven by the 
then Labor Premier of Queensland, Peter Beattie, who identified a need to initiate and deliver a 
program to improve the capabilities of school leavers. Beattie’s vision was clear: “If we in 
Queensland want access to the benefits of the knowledge economy of the future, we have to ensure 
the education level and skills of our people are up with the best in the world” (Queensland 
Government, 1999, p. 3). The Director General of Education at the time expressed concerns about 
the need to increase the retention rates of students completing Year12. The school leaving age, set 
at 15
23
, allowed large numbers of students to exit education without strong prospects for entering 
the workforce in the changing economy. These youth swelled the numbers reliant upon Government 
benefits. From the outset the political agenda was moving from a social democratic to a market 
focus, aligning education with economic factors (Lingard, et al., 2002). The Director General 
identified a number of target areas that included the curriculum for Queensland education … still a 
bit old fashioned… still dominated by the residue of a curriculum that was geared towards a small 
proportion of students going on to university. He felt that secondary education needed to provide 
that, plus diverse curriculum offerings which could accommodate more of the kids who actually 
were destined for different sorts of educational experiences, different sorts of jobs in our society. 
Literacy was not initially identified as a main issue. 
 
It was the Director General’s understanding that the Premier wanted firm management of the 
system. From his perspective, improvement lay with principals and teachers: the evidence … has 
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 The Youth Participation in Training Bill introduced into the Queensland Parliament in August 2003 by Anna Bligh 
(Minister for Education) required young people to have completed Year 10 or have turned 16 before leaving school. It 
also required them to undergo defined educational options for two years to obtain either a Senior Certificate or 
Certificate III. This was in response to the estimated 10 000 or more 15-17 year olds not in school or training at the 
time. In 2006 the school leaving age was raised from 15 to 16, and in 2009 to 17.  
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more than anything to do with capacity of the leadership group within individual schools and also 
to an extent, the motivation and the quality of the teachers within those schools. The Director 
General looked to interstate initiatives seeking improvement: Victoria … paying … really good 
principals a whole lot more money to go into really difficult schools and turn them around. 
Victoria’s approach to restructuring the public education system involved the application of private 
sector practices that focused on outcomes through accountability and auditing, and included the 
introduction of the performance management of individual staff members. Blackmore (2004b) 
explained: 
These reforms impacted on teachers’ conditions of work, on curriculum and assessment and 
on their relationships with students and parents. Such changes gave rise to anger, fear and 
grief. At the organisational level, emotions became surface manifestations of opposition to, 
and discomfort with, these political reforms that were altering the practices and purpose of 
teaching and leading (p. 441). 
As a result of the shift in focus from the leadership of learning and teaching to the marketing of 
schools and managerial accountability, both principals and teachers suffered (P. Bishop & Mulford, 
1999; Blackmore, 2004a).  
 
The Director General identified the issue of teacher quality as another that needed to be addressed: 
We face a major challenge as to how we attract a greater proportion of bright kids into the 
university programs that will lead to a career in teaching. Young people from small towns and 
coastal cities who became teachers were valued as they played an important role in the staffing of 
isolated and remote schools in Queensland. These were seen to be accepting of an initial posting as 
a teacher back into a remote location …and could happily look to their career taking them back to 
a more agreeable coastal location, not necessarily south-east Queensland. A further point of 
concern however, was that the workforce was, as elsewhere in Australia, becoming highly 
feminised. The feminisation of education, presented as an issue in English speaking countries since 
the first state schools were established in the 1800s, had resulted in the adoption of discriminatory 
practices such as differential entrance requirements based on gender, as discussed in Chapter 2. 
The politics in Queensland associated with providing a leading education system targeted multiple 
fields including a relevant curriculum, teacher quality, staffing of schools in less favourable 
locations and school leadership. The qualities of individuals were considered significant in the push 
to improve education. The kinds of people referred to (really good principals, bright kids, young 
people from small towns and coastal cities) were those perceived to single-handedly make a 
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difference. The problem of the feminisation of the workforce, stemming from the association of 
traditional female gender roles of care giving and nurturing with the teaching of young children 
(Kelleher, 2011, p. 9) and male domination of the organisational world, has resulted in women 
being channelled into a narrow range of occupations such as teaching that have low pay and/or low 
status, as discussed in Chapter 2. As this reinforces notions of female inferiority (A. J. Mills, 1989, 
p. 35), it is a social and political issue. 
Change 
The development and implementation of Literate Futures coincided with a period of extensive 
change in the leadership of education in Queensland, as shown in Table 3. 
Table 3: Leadership positions in Queensland education (1999-2002) 
Year Minister Director General Deputy Director General 
1999 Dean Wells Terry Moran Allan Luke 
2000 Dean Wells Terry Moran/ Jim Varghese Allan Luke 
2001 Anna Bligh Jim Varghese  Roger Slee 
2002 Anna Bligh Jim Varghese/Ken Smith Roger Slee/ 
Leigh Tabrett 
 
By 2001 all who had initiated and led Literate Futures had been replaced, leaving the project 
without strong direction from the conceptualisers, those with deep knowledge of its scope and 
intent. Varghese brought to education expertise in management, policy and program delivery and 
the transformation of bureaucratic cultures to focus on performance and outcomes. This new 
agenda, strongly influenced by neoliberalism, supported the management focus of QSE-2010 
(Education Queensland, 1999), the government’s visionary 10-year strategy for state education. 
Roger Slee, an academic from The University of Western Australia and previously Goldsmiths, The 
University of London, brought expertise in inclusive education and education policy. Anna Bligh, 
promoted to the Ministry in 1998 as Minister for Families, Youth and Community Care and 
Disability Services in the Beattie government, became Queensland’s first female Minister for 
Education.  
 
A significant catalyst for the focus on literacy came from the federal government’s increasing 
interest in data, particularly in response to PISA. Australia, following the United States and 
England, was moving to a national testing program. Luke realised that the testing system initiated 
by David Kemp at the federal level was well in place and it wasn’t going to go away and because 
Queensland scores plateaued and usually were in the bottom quartile the Queensland Government 
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had to take action. In response to this ‘plateauing’ the Director General, Terry Moran, and the 
Minister, Dean Wells, commissioned Allan Luke to develop an overarching strategy for literacy. 
This was done in consultation with experts in whom Luke had trust:  
I immediately wanted to work with Peter Freebody and Jones
24
 who had been a long term 
colleague and project officer on New Basics with me, and Jones’ experience in Queensland 
curriculum went way back to the 90s. 
 
Queensland’s literacy reform was therefore determined by a group of men with enormous power to 
influence schools, for policies “are power/knowledge configurations par excellence” (Ball, 2006, p. 
26). In 1998 a new organisational structure of middle and upper management levels of the 
Education Queensland bureaucracy had occurred in response to the implementation of school-based 
management. The restructuring of the central authority saw it remasculinized, with women pushed 
to the periphery, positioned as principals or lower where they worked as “the emotional managers 
of a system in crisis” (Limerick & Anderson, 1999, p. 402). The leadership of Education 
Queensland at the turn of the twenty-first century therefore remained entrenched in the historically 
established hegemonic masculinity of bureaucracy which, Blackmore (2006, p. 189) asserts, 
through rule-governed behaviour, distanced itself from the messiness of daily life in which 
women’s voices were thus subjugated. In this reform a few highly competent women were 
positioned as critical friends or members of advisory groups; they could offer feedback and advice 
but this was not necessarily heeded. Thus the connections between masculinity and leadership 
critical to maintaining gender power relations in schools and bureaucracies were re-established 
(Blackmore, 1999b, p. 209). 
 
Shaping reform 
Developing a policy 
Both Luke and Freebody brought to the role extensive experience with classrooms and teachers. 
Their view was that quality teaching did exist in Queensland schools and that the best approach 
would be to tap into that in ways that would engage and build teacher professionalism. In the hands 
of Luke and Freebody, the Queensland approach had a clear purpose: to improve the quality of 
literacy learning across the curriculum and the K-12 years in Queensland’s public schools, and to 
improve the equity of distribution of high quality literacy education in Queensland’s public schools.  
State funding was not available to re-enact the highly effective and successful ELIC
25
 or FLIP
26
 
types of professional development as such monies had been given over to principal control and 
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 Jones was a consultant with extensive experience in strategic planning, school leadership, curriculum and school 
reform 
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allocated to professional development budgets. It was therefore not possible to implement a 
centralised professional development program which, according to Luke, both he and Freebody 
would have preferred. 
 
In order to construct an alternative approach, a first and strategic step undertaken by Luke and 
Freebody involved consultation with stakeholders across the State. This involved school visits, 
fourteen public meetings and the analysis of over two thousand briefs (A. Luke, 2001, p. 10). In his 
on-line discussion prospectus, Luke (1999) recorded that “we are the only state undertaking a 
wholescale review of the strategic position of our public education system, asking about cultural 
and economic change, about globalisation, about the ‘new Queensland’, and, raising fundamental 
questions about philosophy and direction” (p. 1). This “environmental scan” (A. Luke, 2001, p. 6) 
provided first-hand evidence of issues facing classroom teachers; it was an effective means of 
establishing teacher buy in and a means of gaining insights into contemporary practices. It also 
reduced the possibility that the reform would be responded to negatively, considered coercive, or 
regressive (Ball, 2006, p. 47). According to a senior academic this strategic step was met with 
enthusiasm: 
What was striking was that so many teachers were both delighted and amazed that someone 
senior from uptown would come to visit them and not only ask them about teaching literacy 
but also give them the opportunity to discuss the issue with their local colleagues. Many of 
these colleagues in schools had never discussed these issues with people they had worked 
with for years. The “intrinsic isolationism of teaching” was a key idea that occurred to us 
as we conducted the project. 
 
There was a gap however. The teachers who engaged were predominantly primary or secondary 
English. Luke concluded that the literacy across the curriculum push of the 1980s was a failed 
project because only one secondary teacher who was not an English teacher attended the public 
meetings and only one submission came from a secondary teacher who taught subjects other than 
English (A. Luke, 2001, p. 12). 
 
The feedback gathered through this process contributed to the Literate Futures Report of the 
Literacy Review for Queensland State Schools (Queensland Government, 2000). Although not 
traditionally considered a school subject, literacy was identified as an outcome of schooling, 
achieved through quality teaching. The Literate Futures Report (Queensland Government, 2000, p. 
7) explained: 
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Effective and high quality literacy teaching is about pedagogy, about focused instruction, 
about scaffolding and goal-directed activities with a range of texts and media. It is about 
listening, speaking, reading, viewing and writing that engages students in cognitively 
demanding and intellectually rich work. 
The report made explicit the purpose, to ensure that Queensland schools led the nation in productive 
and innovative approaches to literacy, but acknowledged that “poverty, socio-economic exclusion 
and cultural marginality remain powerful forces in the shaping of who get which kinds of literacy, 
and to what ends these can be used” (Queensland Government, 2000, p. 8). The report also gave 
recognition to one of the most visible of the traditional ‘target groups’, Indigenous Australians, 
identifying that for many English was not their first language and questioned practices based on low 
expectations (A. Luke, 2001). The review of the major findings established that four areas for goal 
setting and priority actions would be: student diversity, whole-school programs and community 
partnerships, the teaching of reading, and future literacies. Luke considered that establishing a more 
uncompromising set of coordinated practices in and between schools on the matter of literacy 
learning progress especially but not exclusively in the primary years was a major goal. The 
inclusion of vignettes from classrooms (all of which had female teachers) in the report (Queensland 
Government, 2000), and extracts from the many consultations undertaken across the state provided 
convincing arguments for change.  
 
Developing a process 
Historically, academics from education faculties within Queensland’s universities have always been 
attuned to the workings of the bureaucracy and have worked with the bureaucracy on strategic 
issues as requested. Luke reflected: 
So we were actually asked to come up with a strategy,…bearing in mind that governments 
often come up with strategies that look good as public policy and defend them and fend off 
the press for six to eight months, but really don’t have any bite at the school level. 
 
From experience of the literacy wars (Snyder, 2008) that had raged through the last decades of the 
twentieth century, Luke viewed the politics of literacy reform with a degree of cynicism, 
considering that there was greater concern about media reports than with genuine attempts to make 
a difference in schools. At that time in Australia, states decided on their own approach to the 
literacy issue. As a result, a diverse range of practices and programs were adopted that included: 
Spalding phonics
27
 in Tasmania, a whole-school planning model in Victoria
28
 and a balanced 
                                                 
27
 Spalding phonics: A component of a program claiming to be a scientifically-based approach to Language Arts 
instruction http://www.spalding.org/ 
  
102 
 
approach to reading using the Four Resource model
29
 in New South Wales (Queensland 
Government, 2000). New Zealand had adopted Reading Recovery. Literate Futures promoted the 
whole-school approach to literacy planning and the Four Resource model. 
 
From the extensive consultative process undertaken and drawing on global reform, Luke sought to 
establish a sustainable process for on-going teacher learning that would meet the demands of the 
diverse communities that made up Queensland. The adoption of singular approaches had been 
found insufficient as Luke explained: 
We knew from …the stuff that No Child Left Behind had initially been modelled on, that it 
was very hard to get sustainable effects from a systematic high accountability, high testing 
phonics regime. So we were suspect about the sustainability of effects and I had also just 
returned from meeting with David Pearson and Robert Calfee of the University of 
California, looking over the Californian test score data around 2000-2001 and what they 
were beginning to argue was that early intervention, be it phonics, wasn’t necessarily wrong 
but that the effects were not sustainable and that the phenomenon of the 4th and 5th grade 
slump was turning up in California test score data and the fact that minority and low SES 
kids in that state were failing not just in initial literacy, but were tending to drop out and to 
encounter educational problems with the introduction of disciplinary knowledge in the 
secondary school…  
 
American data, confirming that reading needed to be the focus of instruction across all years of 
schooling, were considered more reliable than data available in Queensland, or Australia. Luke felt 
that there was a paucity of good data across the system… the testing system at the time 1999-2000 
was not very good, not as good as certainly it became under the QSA
30’s direction in the mid-2000s, 
so we knew that we had pretty average tests in quality, pretty unreliable data. The best available 
evidence suggested that phonics was not sufficient and that vocabulary and comprehension also 
were significant contributing factors in reading proficiency.  
 
Conceptualising change in practice 
Luke and Freebody’s approach took into account the highly effective prior reforms of ELIC31 and 
FLIP
32
 which had focused on the individual teacher as well as the contexts in which teachers were 
operating (Chapter 1). Recognising that teachers do not practice independently of the social context 
of their work (Timperley & Parr, 2007, p. 92), their approach was to mandate for schools to develop 
                                                                                                                                                                  
28
 Whole school planning in Victoria: The approach developed by Peter Hill and Carmel Crévola was also promoted 
through Literate Futures  
29
 The Four Resource model (4Rm): a framework developed by Luke and Freebody for schools to use to ensure 
teaching, learning and assessment in reading programs reflect a theorised balance (Anstey, 2002a, p. 27) 
30
 QSA: Queensland Studies Authority 
31
 ELIC: Early Literacy In-service Course for Early Years’ Teachers 
32
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whole-school programs. This involved each school in an analysis of their test scores, of their 
community demographics, and of the cultural and linguistic character of their students. Schools 
were also to conduct an audit of their own staff capacities and resources. From this would come a 
school plan that would address literacy issues such as basic language acquisition, social interaction, 
phonics or decoding, reading comprehension, critical literacy and new literacies. Thus the whole-
school was involved in the work of improving the quality of reading instruction in all classrooms. 
Luke reflected: 
What we thought was, that on principle basis, that was the right thing to do, because to 
mandate a phonics program to middle-class schools … would have been probably futile and 
instructionally divisive in many ways, to mandate the same program to the Cape York as 
you might to a lower SES principally white Australian school also would have been … 
without cultural adaptation etc … problematic. 
 
The major focus on the teaching of reading was a response to the failure of English curricula to 
provide adequate guidelines (Queensland Government, 2000). As a result of this and the on-going 
debates over the efficacy of whole language and skills approaches, teachers had become reliant on 
commercially available reading packages. In order to respond to the complexity inherent in 
improving practice, particularly the teaching of reading, it was proposed to establish forty (40) 
Literacy Education and Practice (LEAP) sites across the state to provide in-service training and 
mentoring for teachers and support staff from schools (Queensland Government, 2000, pp. 106-
108). Although this became 21 Learning and Development Centres (LDCs), the vision progressed 
through Literate Futures drew favourable comments from Grace, the interstate female academic: 
The thing that really impressed me … the vision that the Queensland Government had, and 
obviously Allan Luke had been involved,… a really powerful document; a terrific 
springboard. And the State of Queensland had an opportunity to really put something in 
place that would be revolutionary; revolutionary for its time, revolutionary for the State of 
Queensland … we thought Queensland was behind everybody else. But this was certainly in 
my view, beyond what any other state in this country had even thought about, let alone tried 
to accomplish.  
 
There was genuine enthusiasm (really impressed me; a really powerful document; a terrific 
springboard; beyond what any other state in this country had even thought about, let alone tried to 
accomplish) for the vision and scope of Literate Futures. From Grace’s background in professional 
development, she identified strengths in the proposal: based in good hard evidence from the 
classrooms, the productive pedagogies work; the development of Learning Development Centres 
across the country. Grace felt that bringing together groups of interested people to create centres 
that actually reflected the local context and community of the school was really up in keeping with 
all the current research. Positive feelings ensued: I went away from those two days really excited 
about where Queensland was going and how this is going to work. Even though Grace was a very 
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experienced academic, teacher and teacher educator, the boundaries for her contribution to the 
leadership of the project were constrained. Grace’s role as critical friend involved just listening, as 
she explained: I didn’t do any input that I recall…listen to the group talk and give advice where I 
could.  
 
From experience, Grace was able to identify contentious issues, in particular the notion of the LDCs 
operating on a ‘user pays’ policy: 
I said “What you have got to make sure that you do is (a) make sure these guys can do the 
funding and (b) put in the infrastructure to keep that going and that’s going to probably take 
somebody to look at every one of their plans and adapt it or change it accordingly.” And I 
said, “The funding’s got to be there to keep it going for a long time. If this is a one year 
thing; this is going to take two to three years at least before they can become self-funding. 
The funding has got to be there to support these people. You can’t get funding for just one 
go, it has to be on-going at least for three to four years.”  And I learnt from what we did … 
in the 90s that it took us five years to really start making money. … These people are going 
to have to realise that they are going to have to suffer a loss before they go ahead. . 
 
This was strong and wise advice based on experience of the complexity of educational change. 
Schools were resistant to paying for access to LDCs as never before had they been required to pay 
for government initiated professional development. One LDC coordinator, reflecting on the 
longevity of the work of her LDC commented: 
We set it up in the beginning to be a user pay model,… the government having changed and 
school-based management picking up, ... the program actually ran two years longer than in 
any other place in the state because of that; because … our district was used to that. 
 
Still, there was ambivalence about the LDC set up. The coordinator felt that support should be free. 
It shouldn’t be paid; you shouldn’t have to pay for it. Given the duration of the project and the 
closure of most LDCs in 2003, it is apparent that the critical friend’s advice was not heeded and that 
the bureaucracy was overriding advice informed by research and practice.  
Leadership from within the bureaucracy 
The establishment in 1995 of the Queensland School Curriculum Council (QSCC) as a statutory 
authority responsible for curriculum in all sectors, Catholic, Independent and Government, had 
taken the significant role of responsibility for core curriculum from the state education bureaucracy. 
From the outset the bureaucracy sought to influence the direction of Literate Futures but, holding to 
their vision, Luke explained that he and Freebody didn’t come up with a hard mandate, even though 
it was suggested … by some bureaucrats and others at the time. Knowledge of the outcomes of 
reforms in the United States and England informed this decision. Luke’s opening address to the 
2001 national conference of the Australian Association for Teachers of English (AATE) and the 
Australian Literacy Teachers’ Association (ALEA), entitled How to Make Literacy Policy 
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Differently: Generational Change, Professionalisation and Literate Futures made clear that 
Literate Futures was “not a policy on literacy―but a policy on curriculum, instruction, school 
improvement and teacher development―and language and literacy education” (A. Luke, 2001, p. 
4). It was a more holistic model, not promoting one approach. Literate Futures took into account 
teachers’ capacity for resistance to policy and capacity for ignoring directives from central office, 
and instead, appealed to teacher professionalism to endorse change to address the issues made 
evident through research. This was as much as could be done, given the context in which they were 
operating. 
 
Bureaucratic practice was such that those who conceptualised reform did no more; they were not 
responsible for its enactment. Lara, the member of the advisory group reflected: 
I found with Literate Futures and New Basics for that matter, that there was all that initial 
conceptualisation by incredibly brilliant and clever people but then they stepped back…even 
in our research …[academic leader] said, “Oh, it’s not my business to watch this come to 
its practice, the professional development end of it and how it impacts on education.” 
 
The politics of the reform resulted in a fragmentation of the policy process in which the policy 
makers appeared remote from the educational scene (Bowe, et al., 1992, p. 7). Absence of strong 
theoretical leadership meant that connections between the policy, regions and schools were 
mediated by others, not necessarily as informed or committed to the intent as those who produced 
the policy texts. 
 
Those responsible for conceptualising the reform were frustrated by actions within the bureaucracy 
that influenced the intent of Literate Futures and the capacity of the reform to achieve its goals. As 
Ball (2006, p. 44) explains, policy texts are open to interpretation; authors cannot control the 
meaning of their texts as they are encoded and decoded in complex ways. Literate Futures was no 
exception. Luke, after leaving the project but continuing as an advisor to Anna Bligh, found that a 
number of programs that [he] had initiated as Deputy Director General began to shift in their 
philosophical orientation and in their degree of implementation etc … and Literate Futures was one 
of them. Significant issues arose from the failure of the bureaucracy to understand and remain true 
to the intent of the reform. These included the influence of lobby groups, the development of 
resource, and accountability.  
 
The intent of the reform 
The direction that Literate Futures took was ultimately determined by funding issues and 
influenced by managers who, although not necessarily possessed of a clear understanding of the 
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intent, had enormous power to influence what was done or prioritised. Lara’s experience of 
leadership from within the bureaucracy over a period of thirty years informed her view:  
The minute you put it [reform] into a big organisation like that, it loses focus, it loses its 
intent; it goes any which way. Together with the leadership, the conceptualisers… if they 
step back and don’t see it through to its fruition, I think that’s an issue because you haven’t 
got someone there who’s doggedly reminding the system, “Hang on, this is what we 
intended. And if you do shift it this way, this is the risk.” 
 
The significance of leadership that has the understanding to carry through reform as it was intended 
is stressed. The bureaucracy, essential to reform because of finance, viewed management in terms 
of completing a set of technical tasks rather than holding responsibility for raising substantive 
ethical questions (Blackmore, 1993). Lara’s experience was that the bureaucracy failed to deliver 
quality, as was the case with Literate Futures.  
How people take them up is a very different thing and I think that’s what I saw with Literate 
Futures. The report was here – a very fine piece of work, and then the way it unfolded was 
like, “Is this recognisable?” 
 
Sustaining the intent of Literate Futures was therefore a significant issue. The capacity of the 
reform to address the underlying premise that quality teaching was the key to improving literacy 
was undermined by halving the number of recommended LDCs. This decision left many schools 
without guidance, reliant upon their own localised interpretations of resources or available 
consultants. Some took no action at all. Under such circumstances it was not possible for the 
ambitious goals of Literate Futures to be achieved. Luke commented that: 
…many schools picked it up, primary schools. … I heard that virtually no secondary schools 
would have taken it up except lower SES schools that may be used it as an auspice to bring 
in [a consultant]. But because there were no ‘off the shelf’ type materials for secondary 
schools … and because secondary schools were very resistant to crowding the curriculum 
further with this literacy stuff, I think the uptake in secondary schools was negligible.  
 
In making connections between the reform and the failure of secondary schools to engage, Luke 
exposed the significant gap that existed between the embedded practices and the perceived demand 
of Literate Futures. Secondary teachers, focused on the delivery of subject area curriculum content, 
viewed literacy as the domain of learning support and not their responsibility. They were very 
resistant to crowding the curriculum further. However, increasing the percentage of students 
completing twelve years of schooling required a focus on pedagogy in all classrooms. To achieve 
this, both formal and dispersal of leadership practices were required to bring about changes that 
would make a difference to student learning (Lingard & Mills, 2007).  
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Lobby groups 
The reliance on programs such as Reading Recovery for students experiencing difficulties was 
questioned in Literate Futures. Reading Recovery had been introduced into a number of 
Queensland state schools in 1996 and the program expanded during 1997-99. The literacy review 
(Queensland Government, 2000, p. 2) reported that over $114m of State funding was allocated to 
literacy and that a large number of augmenting programs were in use across the State. The 
controversial decision to alter the practices associated with this approach was based on the finding 
that “RR does not lead to systemic changes in classroom instruction, making it hard to maintain 
learning gains” (Queensland Government, 2000, p. 27) and that Reading Recovery was an 
extremely expensive program involving twelve months of training for teachers who would then 
work one-on-one with at risk students.  
 
From Luke’s perspective, a significant setback to the Literate Futures project came from those in 
the bureaucracy who were swayed by the Reading Recovery advocates as their actions, in effect, 
were hijacking the literacy agenda. Luke explained: 
But what we found … people in the Ministry who had gained control over the 
implementation of New Basics had assigned it to people who were strongly invested in 
Reading Recovery. So, in a meeting … with Ministry people about six to eight months in, a 
very difficult meeting, … we asked to see their implementation measures and plans to date 
on Literate Futures and in fact what had happened was they had been taking Reading 
Recovery experts, advocating for Reading Recovery… throughout the State, and what little 
funds they had, had been consolidated on the sustainability of Reading Recovery, as far as 
we could make out. They had not taken any of our advice and provided schools with written 
advice and consultant advice on the building of programs, on the selection of materials, and 
on the teaching of reading. And that was six to eight months into the implementation. 
 
Luke’s language conveys frustration with the management of the project. The politics operating 
within the bureaucracy saw funds directed towards existing programs; in effect, those that were not 
delivering the degree of improvement needed. It became apparent that powerful lobby groups were 
able to sway those in charge of funding to support Reading Recovery and neglect the vital work 
needed for the reform, thus moving away from the intent of Literate Futures. Time and money were 
lost, schools did not receive the information intended, and delays in the delivery of key resources 
ultimately impacted significantly on the capacity of LDCs to utilise the materials in carrying out 
their work. From her extensive work with and in education bureaucracies, Lara understood that 
powerful individuals can strongly influence reform: 
Systems are intriguing, institutions like the Department of Education, it’s a lot about 
people; career public servants wanting to get through the system; wanting to make their 
mark. They can often be the ones that actually can undermine something of great 
potential...institutions are institutions and there are people in them who will do anything 
sometimes because of their own interests. The question is “In whose interest do you do the 
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things that you do?” And we were moving from people who were there for very passionate 
reasons for staying … 
 
Her language constructs an insider’s view of how the politics within the bureaucracy influenced 
educational reform, not for the benefit of students, but to advance the careers of powerful public 
servants and politicians, predominantly male (people in them who will do anything sometimes 
because of their own interests). The bureaucracy’s promotion of competitive individuality (wanting 
to make their mark) provided a space for powerful individuals to manipulate the reform; to work 
against the best interests of students (can undermine something of great potential) for their own 
gain. Lara makes connections between the way in which the focus of education was moving from 
the social democratic (people who were there for very passionate reasons for staying), positioning 
power with corporate managerialism (Lingard, et al., 2002). The emotional effect of this on Lara is 
conveyed through her question: In whose interest do you do the things that you do? 
 
Resource development 
Bureaucratic process, characterised by tight timelines and efficiency, placed those working to 
develop resources under immense pressure. Their work was directed towards the development of 
the CD-ROM, a resource to support site-based professional learning addressing the four identified 
target areas
33
. The demand to achieve this in a short time impacted on the quality of the resources 
produced, the health of those doing the work, and the capacity of schools to engage with the 
materials (This is discussed in Chapter 5). Lara considered that possibly it was too much, too soon, 
and too big. Although those involved in the production possessed expertise, understood the intent, 
and were committed to the project, there were gaps resulting from the conflicting demands of 
developing new and complex educational materials within a bureaucratic context. The problem, 
Lara explained was: As it always happens, it just gets caught up in a system. It wasn’t managed as 
well as it could have been and it’s not to say the people were the issue. They were not getting the 
support. This reinforced the view that the intent was being compromised, as expressed by Luke. 
 
Problems arose with the production of the CD-ROM, designed to utilise technology and provide 
extensive visual and print resources for professional development. Lara, the member of the advisory 
board, felt that: the CD-ROM kind of overtook the whole direction of Literate Futures. Lara further 
commented: I don’t know how it was managed, why it got so massive and so big. Ultimately very 
few made use of the CD-ROM to support professional learning communities in schools. The strong 
focus on multiliteracies did not include clear guidelines for teachers about the connection between 
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language and literacy in teaching and learning. In Lara’s view a significant problem with the 
Literate Futures resources was that clear links to the curriculum were not evident: it didn’t connect 
enough with the curriculum; didn’t therefore connect enough with the disciplines; so the question 
was, “Literacy and language about what?” Further concerns raised by Lara were associated with 
the Four Resource model: it’s a heuristic … a very good notion of balanced approaches but it never 
came to the enactment; to how it looked in practice, to really get to teachers in their classroom. 
Lara also identified the absence of grammar and a model of language, and the absence of 
information about cognitive theories that would support teachers’ understanding of the learning 
process as serious omissions. Lara explained: 
To me, at the bottom of it all is the development of teacher knowledge; knowledge and skills. 
And while Literate Futures was aiming towards that through the CD-ROM which became its … 
centrepiece; I think the intention was a great intention… I believe… that the only way that 
you’ll have any kind of change is clearly through the quality of teaching…it’s back to teacher 
knowledge and experience.  
 
The significance of teacher quality is stressed with strong connections made between professional 
development and teacher knowledge to improve classroom practice. The production of the CD-
ROM was a high priority as this was new technology that had the capacity to provide mass 
education to teachers, even those in the remotest areas, in an easily accessible form (the intention 
was a great intention). It seems however, that the focus on technology became a higher priority than 
the provision of content that teachers could readily apply in classrooms. 
 
Accountability 
From Luke’s perspective the bureaucracy failed to ensure that the reform was implemented in the 
manner made explicit in the report:  
Did Education Queensland hold schools accountable for the delivery of plans? Not that I 
know of. Did Education Queensland hold schools accountable or have any longitudinal 
evaluation data on which schools had adopted plans and whether they had any efficacy? 
Not that I know of. 
 
Anger is expressed through questions answered in the negative. The absence of any formative 
evaluation or monitoring process meant that schools did not have to account for their efforts to 
address literacy, there was no refinement of the whole-school planning process based on feedback, 
nor was a mandate placed on any of the materials. It was a huge effort for no guaranteed return. 
Luke expressed frustration with the operational capacity of bureaucracies to manage reform:  
Let’s just say reforms don’t fail in most governments’ eyes, they just fade away. The fading 
away… is usually blamed upon the reform itself being a problem … the quality of the idea, or 
the quality of the reform, or in my case … the personality behind the reform because reforms 
are often personified as the people … the attachment of personality on to the reform. It’s… 
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attributed to teacher and school incapacity; ‘these teachers just aren’t good enough’. We find 
that all through the school reform literature… the work of Michal Fullan; Andy Hargreaves; 
and also work that’s been done at Stanford; … and … in Ontario. What we begin to see is lack 
of bureaucratic will; political distraction and bureaucratic incapacity; and bureaucratic 
blockage; and bureaucratic disinterest characterise all levels of educational reform.  
 
The significance of bureaucratic failure to sustain the intent of reform is targeted, the argument 
strengthened by comparisons to international examples. Luke suggests that in order to remove the 
focus from their mismanagement and self-interest, bureaucrats and governments attribute failure to 
factors beyond their control. The language that constructs activities and identities is of deficit (the 
reform itself being a problem; the quality of the idea; the quality of the reform; teacher and school 
incapacity; these teachers just aren’t good enough). Luke identifies himself as a target (in my case 
often in the personality behind the reform), revealing awareness that his passion for equity and 
educational opportunity is also potentially a source of derision (reforms are often personified as the 
people). Luke’s Asian heritage and experiences as an educator and academic in systems dominated 
by white masculinity no doubt provided him with sensitivity to difference (As discussed in Chapter 
3). Knowing that other heroic men in the world of literacy reform (Michal Fullan and Andy 
Hargreaves) faced similar blockages provided some solace for the emotional cost of leading 
change. Luke’s anger and frustration, carried through the emotive attack on the bureaucracy (lack of 
bureaucratic will; political distraction and bureaucratic incapacity; and bureaucratic blockage; 
and bureaucratic disinterest characterise all levels of educational reform) demonstrates that 
emotions are inseparable from lived experiences (Boler, 1999). Upon reflection, Lara commented: 
The public service is probably not the best place for innovation and change… They never finish 
anything. I mean, I know that’s political. 
 
At the time of the reform schools were assisted by Regional Directors who played a critical role in 
providing information and establishing priorities in response to Government requirements. Even 
though Literate Futures was a policy document, it was not necessarily seen as a priority by these 
people. Luke explained:  
A lot of it had to do with the Regional Directors and whether the Regional Directors were 
actually on side and at the time we had many Regional Directors who, through Education 
2010 and New Basics, had really been enlisted to a focus on pedagogy and curriculum 
reform and I think that was a good thing. I’d say probably half to a third of the Regional 
Directors were really focused on the main game of school planning and curriculum reform 
and pedagogical reform. 
 
Even though Luke acknowledged that some were truly focused on curriculum and pedagogy, there 
remained in Queensland a significant number of schools, at least half without clear direction. The 
Regional Directors too, were subject to multiple and conflicting agendas that influenced their 
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priorities. The director of the writing team, in reflecting on factors affecting their degree of 
engagement across the state, recalled: 
Principals didn’t hear. I mean, classic case. [Manager] and I went up to a meeting of … 
District Directors. … to talk to them about this book coming out and where Literate Futures 
was and how it was going to be implemented; very, very important meeting; crucial 
information. When we arrived they were all in a state of shock because that morning, just 
before we arrived, they were told that all their jobs were being spilled and they were going 
to have to apply for their positions…. 
We talked to them for 10 minutes, realised it was a lost cause. [Manager]… arranged to 
stay overnight and talk to them again the next day. But even so, I had to go back… and 
stupid stuff like that happened over and over again. 
 
The significance of bureaucratic mismanagement was that regional leaders were emotionally not 
able to attend to new information (all in a state of shock). Thus they were denied the opportunity to 
obtain key information from the person who had been responsible for the writing and had a 
thorough knowledge of the content and intent of Literate Futures. Her anger stemmed not only from 
the apparent disregard for this strategic step and the loss of time devoted to preparation and travel, 
but more from the tragic consequence (principals didn’t hear). The message never got to people in 
schools in ways that would really build learning communities. 
 
Bureaucratic leadership 
 
Historically the role of the state, responsible for guaranteeing the general social conditions which 
allow capitalist production to continue, has been to maintain structures of power that ensure goals 
are met (Franzway, et al., 1989). Although the goals of Literate Futures were clear and a process 
outlined, the reform demanded enormous change in school practices and teachers’ beliefs. 
However, at the time of Literate Futures, bureaucratic leadership was being redefined; a new model 
trickling down through the system into schools. The new leadership model meant that formal 
rationality was exemplified in the multiskilled bureaucrat who possessed only a superficial 
knowledge of the field (Blackmore, 1999b, p. 112). Under the influence of economic rationalism 
this technical approach devalued the human element; it was about efficiency. Good policy at the 
time, Blackmore (1999b, p. 110) asserted, was about solving short-term political problems or 
managing a crisis, such as literacy, the underlying assumption being that “policy texts, once written 
were unproblematically received”. Failure to achieve the goals was therefore attributed to the 
students, their families and communities, the schools and teachers, as Luke had identified.  
 
However, not all agreed that Literate Futures, the schools, and teachers were the main problem. 
Lara commented: 
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I reckon if it was even five years earlier it might have had more space because it was on the 
cusp of when all this accountability and the neoliberalism…the globalisation… 
accountability coming through the politicisation of education. It was almost like too late 
because it had a massive potential.  
 
The significance of the timing of Literate Futures was identified as a critical factor in the way it 
was managed. Unfortunately, coinciding with the political and ideological shift from social 
democracy to neoliberalism meant that no time was available for discussion or trials to ensure that 
that the goals of Literate Futures were achievable in different contexts. It would appear that those in 
the bureaucracy responsible for the planning, monitoring, and quality assurance of the resources did 
not fully comprehend the enormity of the reform, underestimated the demands of the work, and/or 
had other priorities. However, the need for time to systematically address the complexity of the task 
was understood by Luke in the following way:  
And certainly when we initiated Education 2010 we were talking about a ten year plan, with 
the hope that we could lock that in and that regardless if there a change of government there 
would be a continued focus on areas of curriculum and pedagogy…that are the main game. 
That’s as best as I could see the situation with Literate Futures.  
 
Time was needed for material to be developed, trialled, enacted, monitored and evaluated and for 
the LDCs to become established, as the critical friend advised. The Director General reflected: 
I think that after my time there was ambivalence about whether it was the right thing to do. A 
reform like that is a minimum of ten years, more likely fifteen plus years to get implemented and 
you’ve got to sustain a lot of effort behind it, and after the initial piloting phase you’ve actually 
got to have a pretty tight and well-resourced process for managing change. 
 
The Director General acknowledged not only the enormity of the reform and the need for time and 
resources, but most significantly, the need for a strategic approach to the management of the 
process. From the discourses of production it is evident that conflicting discourses led to struggle 
and compromise.  
 
Women and literacy leadership 
The gendered nature of the leadership structure of Literate Futures reflected the masculinised 
structure of bureaucracy, prevalent even in feminised fields such as education (Franzway, et al., 
1989). Sheppard (1989, p. 142) explains that the State takes male dominance for granted and, 
through the structures within bureaucracies, provides a context that allows for the persistence and 
dominance of conventional forms of men’s sexuality within organisations to continue (Collinson & 
Collinson, 1989, p. 93). Thus the bureaucracy fostered patriarchal relations of power and 
subordination built upon assumptions about women that excluded or undervalued their work (A. J. 
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Mills, 1989, p. 36). The spirit of neoliberal capitalism, Fraser argues, includes “a masculinist 
romance of the free, unencumbered, self-fashioning individual” but “its indispensable workers are 
disproportionately women” (2009, p. 110). The evidence suggests that, because of the policy 
process adopted, a schism existed between the masculinised bureaucracy that saw leadership as the 
solution to the problem of school reform (Blackmore, 2013a, p. 139) and the feminised classrooms 
that focused on teaching and learning. 
 
The gender-blindness of malestream organisation has been attributed to the persistence of the 
structural features of bureaucracy determined by Weber at the turn of the nineteenth century that 
made no reference to gender. Two centuries later the legitimacy of this model has been challenged 
by feminists such as Zillah Eisenstein who identified a range of mechanisms within the bureaucracy 
that institutionalise unequal access to power (Franzway, et al., 1989, p. 31). Within this project 
those with expert knowledge were given acting positions (Allan Luke), invited to participate as 
advisers and critical friends (Lara and Grace), or seconded to write and develop resources. These 
latter roles, predominantly assigned to women, were short term; in effect, all were under the power 
of bureaucrats within a hierarchical managerial system. The reform process, conceptualised simply 
as a certain amount of work that had to be accomplished within a particular time frame, and with 
control systems in place for the quality of work and workers, was representative of organisational 
process (Tancred-Sheriff, 1989). The gendered roles ascribed confirm DiTomaso’s observation that 
sexuality in the workplace imposes on women tasks which serve men and this reproduces at work 
the role relationships from the home (1989, p. 71). Lara described the work women were required to 
do as: 
…emotional and detailed. It’s like the household. … Who’s the one doing all the emotional 
care? Who’s the one dealing with the detail of everyday life?... it’s almost like domestic 
duties…it’s invisible work…you’re not there going to meetings every day and puffing your 
breast and chest and talking. You’re actually doing very invisible, detailed, everyday… 
mundane work. But it doesn’t get recognised; it doesn’t get valued. And yet that’s the very 
thing that will make the difference. Women’s work. 
 
Men don’t have to do anything quite like that. And they’ll be running the project and doing 
something but you just see these women who’ve built up beautiful expertise and they have 
deep knowledge and they get sort of put into positions where … it’s not valued. They get 
jobs; but they’re not jobs that draw on that expertise. 
 
Her frustration stemmed from the politics of reform which, in her experience, consistently denied 
women equal participation in the process, assigning them to the emotion work (doing very invisible, 
detailed, everyday… mundane work) while others, mostly men, engaged in display (going to 
meetings every day and puffing your breast and chest and talking). She had come to the view that 
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professional wisdom (beautiful expertise; deep knowledge) is not recognised, nor is it utilised (not 
jobs that draw on that expertise).  
The legacy: a recent context 
Research has consistently shown that effective reform resulting in sustainable improvement takes 
place in the classroom; it is site-based with good leadership focused on effective practice, as Luke 
promoted (Elmore, 2006; Hayes, et al., 2006; Seashore Louis & Marks, 1998; Timperley & 
Robinson, 2001). This belief informs the work of those teachers and leaders in Queensland schools 
who continue to operate as coaches, mentoring others in aspects of pedagogy. The failure of those 
responsible for the implementation of Literate Futures to ensure all participated as intended has left 
schools vulnerable to questionable practices that thwart the work of those who believe in the 
potential of learning communities and mentoring. From her work in schools and with mentors, Lara 
stressed that the problem is if your leaders in schools don’t see; don’t know. Lara was able to 
describe a context in which change is occurring: 
I look at someone… trying to grow something because they believe what we’re saying, 
because they can see it. They see that there are some changes, there’s some outcomes 
improving, there’s some good leadership happening; they can see it incrementally. But here 
they are working again; doing that work; working their butts off while you’ve got …the 
ARDs
34…saying you’ve got to do a reading program, you’ve got to get a … . So here she is 
on a daily basis, knowing this is the work that is really going to make a difference and 
pushing it, and pushing it up, … pressed down by a program which she keeps saying … 
won’t work. You know, busy work won’t make a difference. 
But because these people don’t know what they don’t know, and because they’re 
managers… their job is on the line if they don’t get results…  
From her extensive experience with literacy Lara identifies the significance of research to improve 
literacy; that relationships play a critical role in the success of reform (some good leadership 
happening), and that change takes time (they can see it incrementally). The mentor’s identity is that 
of a leader who is patient, supporting others but struggling within a system that seeks easy solutions 
to intractable problems (pressed down by a program which she keeps saying … won’t work). The 
mentor is frustrated by leadership’s disregard for research and focus on career, but makes a 
compromise: 
I think what’s working for [Deputy Principal] and her region (a lot to do with her big 
personality) she’ll say to those ARDs, “Look that’s a nonsense.” But what she does is, 
“Look I’ll do what you need to do so you don’t get into strife, but you’ve got to allow me to 
do this so you can actually make that better.”  
                                                 
34
 Assistant Regional Director 
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The significance of the effect of bureaucratic hierarchical management is that it is the woman who 
has to do the emotional work to manage the conflict stemming from directives to implement 
programs that can guarantee no more than short-term gains and her belief in the power of 
mentoring. For her to continue her work she must sustain relationships with her superiors: I’ll do 
what you need to do so you don’t get into strife, so negotiates to meet their demands whilst seeking 
permission to continue mentoring. She approaches this as a win-win situation, again a negotiating 
skill: allow me to do this so you can actually make that better. It is as if the research that informed 
Literate Futures is no longer relevant in the current climate. This view is supported by Luke who 
commented: 
So the need for school-based plans and high levels of professionalism are still there, as 
against a simple mandate. The problem is, “Does anyone have the money or the 
bureaucratic will or the intellectual and practical calibration to get it right?” And that’s a 
really interesting question. 
Luke’s question conveys exasperation with the politics of education leadership that continue to 
deny what really needs to be done. 
 
Winners and losers 
For those who participated in the discourses of production, Literate Futures provided a stepping 
stone to future prestigious career opportunities. Both Allan Luke and Peter Freebody took up 
university leadership positions overseas, Roger Slee moved to Canada, Terry Moran to the 
Victorian Department of Premier and Cabinet, and Jim Varghese to leadership of another 
Government Department in Queensland. Post Literate Futures, the career projectories of these 
participants demonstrated the ‘hallmarks of flexibalization; fluidity, provisionality , and a temporal 
horizon of “no long term”’ (Fraser, 2008d, p. 129), that characterise self-regulation in globalised 
workplaces. Drawing on Sennett (1998), Fraser (2008d, p. 129) describes the “capable classes”, 
those most able to benefit from the new order as people: 
Who frequently change jobs, even careers, relocating at the drop of a hat, whose collegial 
relations and friendships are trimmed to fit the horizon of “no long term,” and whose 
selfhood does not consist in a single, meaningful, coherent, overarching life narrative.  
 
However, the approach to the leadership of literacy reform was unable to provide the sustained 
focus needed to ensure those at all levels, from the developers of the policy to the teachers and 
parents, understood its intent. Literate Futures was an ambitious and complex reform, requiring 
understanding of the intent, the theory, the content, and the audience. To address substantial change 
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required “appreciation of the power and resilience of the default culture of public schools―the 
deeply rooted beliefs, structures, artefacts, and symbols of an increasingly dysfunctional and 
obsolete set of institutions” (Fullan, Hill, & Crevola, 2006, p. xi). Taking forward a system built on 
century old traditions would take time, as the Director General identified: 
In my experience… if you want reform, not only do you have to have a capacity to pursue it in 
the long term, not only does that require that reform has broad acceptance within the system 
that you are trying to change at all levels; but, importantly, at any one time or over a period of 
years, the number of reforms that you are pursuing should not be too great…  
 
My second pre-condition for successful reform: that you’ve actually got to get people at all 
levels committed to the reform if you want to see it delivered. You can’t impose it; you’ve got to 
persuade people to do it. 
 
It would therefore appear that more effort went into the production of the policy text for Literate 
Futures than into developing and monitoring a well thought out and achievable implementation 
strategy that took account of funding to support the professional development involved and the 
issues for those who actually were to implement the policy (Rizvi & Lingard, 2010, p. 19). Lara 
reflected: Literate Futures had the bits there but they weren’t put together… they didn’t want to put 
the money behind it; they didn’t want to spend the time on it. A senior academic regretted that a lot 
of influential people saw the project more as another research report rather than as a blueprint for 
planning and action, suspecting that: when Allan[Luke] and Jim [Varghese] left Ministry, key 
players moved on to their own more personally-driven agendas and there were no senior 
champions for the project.  
 
The meaning of experience, Weedon (1997, p. 76) argues, is “perhaps the most crucial site of 
political struggle over meaning, since it involves personal, psychic and emotional investments on 
the part of the individual” and so determines agency. As the chief conceptualiser of the reform, 
Luke’s view of what happened can be considered as “a truth” about the reform for, in our society, a 
dominant assumption is that “experience gives access to truth” (Weedon, 1997, p. 76). From Luke’s 
perspective, bureaucratic mismanagement meant that the outcomes of Literate Futures will never be 
known. His words reveal both frustration and ultimately acceptance of the situation: 
Now it would be scientifically untenable for any of us to claim that Literate Futures led to 
raised test scores. As I said, there’s been no longitudinal study; there’s been no internal 
governmental capture of the levels of implementation and levels of uptake. But from the 
limited test data we could see Queensland data in Year 3 seemed to be trending upward for 
that period of implementation 2001-2004. 
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Although disappointed with the outcome, Luke commented on the context: A very senior education 
official said to me, “What are you complaining about? You’ve had seven years of a successful 
reform. That’s better than anybody gets”…. Luke further reflected:  
It’s a shame that they lose interest, and they don’t capitalize on them, they don’t transform 
the expertise that’s been generated into other projects, that they more or less lose interest, 
end of that reform – we need to roll out another …you get a good five year run if you are 
lucky; that the bureaucracy is able to pull it off; that people don’t lose interest; there isn’t a 
snap election; that it isn’t wiped away. 
 
The politics of educational reform in Queensland have been traditionally focused on short-term 
initiatives, often structural rather than cultural, driven by an ‘expert’ and limited to election cycles. 
The significance of Luke’s words is that they reveal emotions associated with leading major reform 
within the system. Negative feelings (complaining) and negative evaluations (It’s a shame, they lose 
interest, they don’t capitalize, they don’t transform) of bureaucrats dominate his views. While Luke 
was grateful for his seven years, he was critical of attitudes that led to loss of expertise and 
opportunities to build upon successful programs. Sympathy for Luke’s situation was expressed by 
Lara:  
And we all know full well what happened because it’s ghastly. I mean he [Luke] was riding this 
really thin line between being ostracised by his academic colleagues because you know, he’s 
gone to the other side. And then these people with the academic cringe. He was really on a 
knife’s edge and I feel for him. 
 
This reveals the uneasy relationships that existed between academia and the management of 
education through the bureaucracy of Education Queensland. Luke’s identity as an academic was 
seen to be threatened (this really thin line, ostracised) by his decision to work in the government 
bureaucracy (the other side, people with the academic cringe). His work however, provides 
evidence that a passion for social justice through improving the outcomes of schooling for 
Queensland students, in particular those who were disadvantaged because of poverty, race/ethnicity 
and isolation, was a driving factor (A. Luke, 2010). Cultural and linguistic diversity, included as a 
component of multiliteracies (Anstey, 2002a), was a major focus of the reform. Luke’s work took 
Queensland into the twenty-first century with an increased awareness of literacy leadership and the 
complexity of developing up sustainable practices that would result in increasing numbers of 
students achieving at higher levels. Like others leading reform in first world countries across the 
globe, Luke experienced frustration because of the power of bureaucracies to intervene and pursue 
other agendas in which “the promotion of humanity is subordinated to the promotion of efficiency” 
(Ball, 2006, p. 61). 
 
What could have been … 
  
118 
 
In terms of literacy reform, the potential for Literate Futures was huge. When invited to reflect 
upon the outcomes of Literate Futures, Luke acknowledged the challenges that were faced in 
Queensland and drew comparison with work in Ontario: 
I would say Literate Futures was really quite a conservative effort on Freebody, Jones and 
my part to capitalize in a zero resource environment to try to move the state along, 
capitalizing on the professional expertise that was available as against making bids for 
large scale. Now I know the Ontario system turned its literacy scores using the 4 Resources 
model by investing tens of millions of dollars into a hundred-person Directorate of 
Consultants who would work with regions, school districts and teachers and over the period 
2000 - 2002 under the direction of Dr Avis Glaze … 2005 they got remarkable results. So I 
know that if proper resources are put into increasing professionalism in school planning 
you can get results. …I am still convinced there is sufficient expertise within the schools; 
that if it can be organised, mobilised, and brought together that … some of the performance 
issues can be turned around. However, I see no systematic efforts to do so at present. 
 
For Luke there was huge frustration at the reticence of the department to enact the reform. 
 
From Literate Futures we have learned more about the significance of attending to the 
implementation process as a vital and strategic component of change. Because it was at this point 
that the messages were not passed on and support not made available to schools, it would seem that 
an extra, preferably independent body is needed to take responsibility for implementation. Complex 
issues associated with change include school leadership of learning; how HoDs, curriculum co-
ordinators, and teachers receive professional development; and how they are monitored and 
supported over time. Luke’s compelling evidence, that his approach could address these issues to 
improve the outcomes of disadvantaged students, is supported by the Canadian data as well as those 
in Queensland who have persisted with working at the whole-school and classroom level.  
 
School leadership must focus on learning, and school leaders need to understand the value of 
learning communities and how to make the most of these in their schools. There is a strategic need 
for experienced teachers who have developed strong expertise to work with others; more 
particularly, there is a place for those who have played significant roles in literacy reforms to share 
their expertise, as Lara lamented:  
We’re of a group of people that are not going to be there. And I just don’t think that passion 
and commitment are coming through. So that groundswell … it’s like we’re running out of 
time. We haven’t mentored well enough because we’ve been too busy. 
All the people who’ve been through Literate Futures and the PD35, they’re going to be going 
soon. We’ve got a new generation.  There’s not enough mentoring being done that’s around 
those [initiatives]; so that’s a massive issue. …All the people who have been involved in it 
and are carrying the messages, they’ll all be gone soon. 
                                                 
35
 Following Literate Futures the Queensland Government initiated 5 days of literacy training for all teachers through 
the Literacy—the Key to Learning: Framework for Action 2006-2008 project. 
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This raises the question of responsibility for providing a world-class education for all students. 
Lara expressed the view that it is the system’s intrusion that just doesn’t allow us to do what we 
need to do. There is this mismatch now … between what their world is and what education’s asking 
for, what they’re focusing on. 
 
Lara explained: 
And the only thing that will change is if you’ve got people in classrooms working with 
teachers. The people working with them should be leaders in the school; the people working 
with leaders in schools should be mentors, like LDC co-ordinators or like you’ve got the 
national partnership mentors, and then the leaders; the principal in the school being the 
leader of the leadership team.  
 
Frustration results when the message, that improvement is reliant upon understandings of pedagogy, 
learners, and the curriculum, is lost. 
  
Conclusion 
The evidence from this research indicates that women did not have equal representation (Fraser, 
2008d) in the production of the reform and that ambivalence exists to this day amongst women 
about leadership within the bureaucracy of Education Queensland. The corporate policy model of 
managerialism, Blackmore (1999b, p. 116) has argued, promotes “a hegemonic masculinity 
characterised by rampant individualism, competitiveness, authority and technical competence”; an 
approach which has no appeal to those who understand that a more collaborative and responsive 
style of leadership is required in education. The move away from substantive debate taking into 
account experience, ideological perspectives, and corporate knowledge has stripped the system of 
responsibility for addressing the needs of citizens through the social justice ideals core to the beliefs 
of many feminists. As a result of the remasculisation of the bureaucracy, seeking professional 
success through promotion has become an anathema for some who feel alienated by government led 
reform. Lara commented: The mere fact it’s situated in a public service, a neo-liberalist one for that 
matter, it’s very highly masculinised. I mean, in order for the women in the public service to get 
further they have to take on masculine attributes. The significance of this statement is that it 
captures the alienation felt by women in relation to the bureaucracy, represented as a hostile 
environment that does not accommodate qualities associated with the feminine (in order for the 
women in the public service to get further they have to take on masculine attributes).  
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The failure to acknowledge emotion brings into question the degree of care or responsibility felt for 
achieving high quality outcomes with public money. Reflecting on the career of a woman rising 
through the ranks of the bureaucracy, led Lara to comment: 
She’s the got the capital. That’s the capital that other women will now see that they have to 
have. So the woman who actually doesn’t want to take on that kind of… that embodiment… 
that way of being and takes on the other, which is to be compassionate and committed; to 
actually situate themselves where they think they can do their business better; who have a 
deep knowledge; who have expertise… 
 
The significance of the alignment of power to masculinity (that embodiment) within the 
bureaucracy is explored in this statement. There is rejection of the attitudes and behaviours (the 
capital) rewarded through promotion. These are felt to stand in opposition to the moral and ethical 
attributes (compassionate and committed) and deep professional knowledge required for leading 
sustainable improvement for students, in particular those at risk. It is lamented that there is no 
recognition for those who build their careers around teacher professionalism and commit to sharing 
that expertise through practices recognised as feminist pedagogies (Boler, 1999; Schniedewind, 
1987). The harsh reality, Pringle argued, is that women have two unpalatable choices: “either they 
can desexualise themselves and become ‘honorary men’ or they can stay with femininity and be 
disempowered” (1989, p. 176). 
 
The adherence to hierarchical structure in the bureaucracy is a vestige of capitalism embedded in 
Government organisations that has long been criticised, yet continues to persist. Fraser reports that 
in 1968 it was thought that “rigid organisational hierarchies would give way to horizontal teams and 
flexible networks, thereby liberating individual creativity” (2009, p. 109), but this has not ensued. 
The school reform research that informed Literate Futures confirmed the power of distributed 
leadership practices through professional learning communities (Louis, et al., 1996; McLaughlin & 
Talbert, 2001), but this model was not evident in the policy development stage. A senior academic 
involved felt that better outcomes would have been achieved if they had been more conscientious at 
holding EQ accountable for doing something decisive about it. He further commented: Also, recent 
projects have taught me that wider direct input is needed—e.g., an advisory group including special 
education advocates, early childhood specialist, AATE
36
 etc. reps, with some responsibilities for 
considering drafts and advising. It is probable that the lack of collaboration alienated groups whose 
support could have made substantial inroads into teacher learning. 
 
                                                 
36
 Australian Association for the Teaching of English 
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It would appear that, at the dawn of the new millennium, the bureaucracy of Education Queensland 
remained a bastion of white Anglo masculinity in which decision making was the prerogative of 
men; where those with power and privilege sought to silence or disregard others (Hearn & Parkin, 
2001). The discourses of production revealed that that the work of strategic leadership through 
policy development involved emotion work; the data confirming that strong emotions were felt by 
both men and women as they reflected on their significant roles in the production of the reform. 
This research therefore supports Blackmore’s recent conceptualisation of organisations “as 
emotional economies in which individuals have varied emotional investments embodied in their 
gendered and racialised professional identities within unequal structures of power” (2013a, p. 147). 
 
The next chapter is focused on the discourses of circulation, the perspectives of women brought into 
the central bureaucracy to create materials for the professional development of teachers. Their 
reflections reveal how masculinised power within the bureaucracy positioned professional women 
with extensive knowledge of schools and classroom practice as ‘others’ (de Beauvoir, 1949). It 
explores the emotion work required and the emotional effects of working in a highly political 
context in which knowledge was the power crucial for survival. 
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Chapter 6: The writers and their work 
 
If women’s material oppression occurs significantly through her internalisation of her inferiority 
and consequent submission to her oppression, then an analysis of her emotions and consciousness 
would seem to provide a key starting point for changing material conditions. (Boler, 1999, p. 129). 
 
Note: Italicised text is used for: 
 direct quotes from interviewees throughout the remainder of this thesis 
 Gee’s seven building tasks of language: Significance, Activities, Identities, Relationships, 
Politics (the distribution of social goods), Connections, Sign systems and knowledge. 
 
Introduction 
The previous chapter established that the production of Literate Futures as policy was a site of 
conflict and that implementation was negatively affected by changing personnel at the highest level. 
The focus of this chapter is to analyse the discourses of circulation (See Chapter 4 p. 88) drawn 
from the stories of the women who produced materials to support Learning and Development 
Centres (LDCs) and government schools. Interviewees included: leaders of writing teams (Rosa and 
Michele), a writer who worked on the project full time (Ella), and those drawn in to write specific 
sections (Lucy and Anna). All were women with expertise in areas such as the teaching of reading, 
learning support, social justice, school leadership, and new literacies. The discourses of circulation, 
derived from a point-in-time reform process, provide insights into the embedded values of the 
bureaucratic culture in which women carried out their work. Their role was to set up structures and 
develop resources to support the new direction for literacy education based on Literate Futures—
Report of the Literacy Review for Queensland State Schools (Queensland Government, 2000) and 
the pedagogy of multiliteracies work to which Allan Luke had contributed (The New London 
Group, 1996). As this work involved two teams, the views of both are included. 
 
The Literate Futures report produced by Professors Allan Luke and Peter Freebody, both 
university-based academics at the time, sought to raise awareness of and present an approach to 
meeting the demands of changing literacy practices in ways that would maximise success for all 
students (Queensland Government, 2000). The inclusion of multiliteracies, addressing not only the 
rapidly increasing communications and digital technologies that were impacting on personal and 
working lives but also diversity and critical literacy, was a new focus for schools. The report made 
it clear that literacy needed to be thought about in new ways and that the teaching of reading and 
  
123 
 
multiliteracies was the work of all teachers. Given the new direction and the short time lines, some 
of only three months, all writers worked under immense pressure to create new knowledge for 
school use. From their personal classroom experiences writers knew that teachers do not discard 
their current practices but “tend to take from, absorb and accommodate changes into their own 
existing frameworks and practices” (Snyder, 2008, p. 34). To develop the resources was a huge task 
considering that the knowledge, defined by van Dijk (2003, p. 85) as “the consensual beliefs of an 
epistemic community”, was not only new but required an ideological shift on the part of teachers. 
How this was to be presented was an important consideration.  
The process 
The initial writing was the responsibility of two experienced policy officers who had worked 
extensively with curriculum and assessment, including the Year 2 Net (Queensland Studies 
Authority)—a process for monitoring the progress of individual students early in their second year 
of schooling to identify those in need of literacy and numeracy intervention. Their responsibilities 
included establishing the LDCs and developing a text for teachers on the teaching of reading. 
Following events that led to their decision to leave the project, a second phase was initiated. The 
second team included a director, a team of four writers, and a multimedia expert, all of whom were 
women. The roles of manager and editor were carried out by men. The men were responsible for 
speaking on behalf of the team, making budgetary decisions, responding to questions and emails, 
editing the work the writers produced, and managing bureaucratic demands. This gendered 
structure, previously observed by Franzway, Court and Connell (1989, p. 50), reaffirmed the 
essentialist view that “a masculinised bureaucratic elite cannot function without a feminised 
immediate support staff” and that “the kinds of sexual character that can be constructed around the 
possession of technical knowledge are different from those constructed around the possession of 
line authority”.  
 
The second group of women invited to write brought expertise in a range of fields, including media, 
film, and television. This group included women who had also demonstrated an in-depth knowledge 
of the teaching and learning of literacy in previous contexts, such as through district projects, the 
provision of feedback on draft documents, their work in schools and universities, and within other 
branches of the department. It was expected that the writers would draw on knowledge and research 
in the field and consult with school-based personnel to gauge how their work would be taken up by 
those with understanding of contemporary issues and practices, such as the LDC co-ordinators. 
However, the magnitude of the task made timelines problematic. The urgency was intensified by the 
loss of time at the beginning of the project when the first version of the reading resource, the work 
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of the first team, was rejected. Writers from both teams consistently expressed frustration with 
bureaucratic processes that worked against them as they sought to meet deadlines or negotiate a 
way forward.  
 
The first team, given the brief to establish the LDCs and prepare a reading resource, worked 
through the report and responded within the parameters given. From their perspective the teaching 
of reading was a primary focus and the direction they took in developing the draft Literate 
classrooms: reading
37
 (Literacy Project Team, 2001) reflected this. Rosa described the main 
messages: I guess it was about teaching and it was about ironically, staff improvement, teaching 
improvement and lifting literacy levels across the board, so that it wasn’t just focusing on kids who 
were failing. Rosa claimed that teachers were concerned about their ability to teach reading and 
that they had evidence showing that the teaching of reading was not strong from as early as the 
implementation of the Year 2 Net.  
This approach met with both resistance and support. Rosa explained that because the [Queensland 
Teachers’] union argued that teachers all knew who were in trouble in their class, the union did not 
support this work, but an influential academic from a Brisbane university who was consulted by the 
writers provided supportive feedback saying, “You’ve done what nobody else had been able to do.” 
Rosa felt that he was very kind: He said he thought it was very leading edge and world-breaking 
and had a lot of strengths, and to take it straight to Allan Luke and let him endorse it and play with 
it. But there was an absolute instruction that Rosa was not allowed to do that. There was a strict 
edict given to public servants that they were not to talk to Allan Luke. The rules that applied to the 
writers sustained the hierarchy as they were rendered voiceless, denied representation (Fraser, 
2008d). 
 
The first team, led by a senior public servant in whom they had great trust, knew their approach was 
supported by management: [He] was no fool and a good manager: [he] confirmed that we knew 
what we were doing and could do it, and he backed us to the hilt. At the time, these writers were 
confident that they were providing a strategic document to advance the teaching of reading: I knew 
that we were in front with what we were doing, and Literate Futures, the document gave us the 
chance to do that, with its emphasis on looking forward and looking forward to the construction of 
knowledge. This team was very conscious that the implementation of Literate Futures followed 
closely on the Federal Government’s release of minimum standards for literacy. The Literacy 
Benchmarks Years 3, 5 and 7 (Curriculum Corporation, 2000) had been developed following the 
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 Literate classrooms: reading is referred to as ‘the pink book’ 
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July 1996 meeting of the Ministerial Council for Education, Employment, Training and Youth 
Affairs (MCEETYA). At this meeting all State, Territory and Commonwealth Ministers agreed on 
the national goal for literacy and numeracy: Every child leaving primary school should be 
numerate, be able to read, write, and spell at an appropriate level. Given that Queensland’s own 
testing program had identified significant weaknesses with reading, it was understood that data 
would be sought to show that improvement was occurring. 
Challenges and conflicts 
At the time, early intervention relied on Reading Recovery (RR). This was considered an expensive 
one-on-one program designed to assist students who were falling behind (Snyder, 2008, p. 43). The 
program, heavily funded and strongly supported by groups within the bureaucracy and the 
department, was questioned by the Literate Futures report which cited extensive research from 
within Australia and overseas that showed inconclusive evidence about the value of this approach to 
the education system (Queensland Government, 2000, pp. 25-28). Although the views of both 
supporters and detractors of the program were represented in the report, it was noted that changes in 
the teaching of reading in the mainstream classroom make the difference for RR students, thereby 
implying that better outcomes could be achieved if the money were spent on effective initial 
teaching of reading in every classroom (Snyder, 2008). The first group of writers was very 
conscious of Allan Luke’s position on RR, commenting that: He saw his baby as being hijacked by 
Reading Recovery. Rosa argued that the instructional approach adopted in their materials would up-
skill all teachers, so stressed that Literate Futures was never going to be hijacked by Reading 
Recovery as long as I was there. It was never going to happen, and it wasn’t happening. 
Meanwhile, the pro Reading Recovery group organised for support. Rosa explained that they invited 
some people from New Zealand, who were Reading Recovery, to do the barn-storm. Rosa knew that 
this was a strategic move to cement RR in the literacy agenda: I’d actually begged them to take 
Allan Luke, and if not Allan Luke, then another Queensland academic. I begged them … ’cause they 
knew how he would see it, and he did. Conflicting views from different stakeholders impacted on 
the direction of the reform. 
 
Dealing with controversy of this nature made for difficult and disappointing times. Language 
choices such as barn-storm; begged; hijacked; and the certainty carried by the repetitive statement: 
It was never going to happen, and it wasn’t happening; metaphorically describe taking a stance 
against subversive actions. It was evidence that conflict stemmed from the highest levels of the 
department and that it affected the leadership of the project; trust was compromised. That Allan 
Luke was an academic and not a bureaucrat was an issue for some in the bureaucracy. His reform, 
  
126 
 
critiquing existing practices such as Reading Recovery and suggesting significant change, was quite 
radical. Some public servants opposed the reform and some displayed reluctance towards becoming 
involved. An academic who observed this noted: You had people guarding their jobs like crazy who 
wouldn’t make any decisions because it might be the wrong decision, because the next person in 
charge of them might not like it. So stuff got held up just because people couldn’t make a decision. 
So those structural things were horrific… .The hostility within the project that emanated from 
conflicting views within the leadership structure was described by Rosa as a battle, a power 
struggle at the very top level;… the battle at the top end [that] was so hot and so intense. 
Comments such as these show that conflict at the leadership level impacted quite profoundly on 
those involved in the project. In response to the question about what might have improved the 
outcomes of the project, Rosa reflected: What would I have changed if I could have? The brawl; the 
brawl that went on. Working in such an emotionally hyper- charged environment took its toll.  
 
The approach to developing a balanced approach to the teaching of reading promoted through 
Literate Futures involved the use of the Four Resource model (4Rm), a framework for schools to 
use to ensure teaching, learning, and assessment in reading programs reflected a theorised balance 
(Anstey, 2004b, p. 27). A number of writers expressed concern about the adoption of a heuristic 
rather than a theoretically informed approach. Criticisms included that it opened the doors for the 
justification of all kinds of programs, such as phonic programs, to be part of students’ everyday 
literacy instruction. Rosa drew on extensive research that included: Alvermann for secondary work, 
Beating the Odds, the early Beating the Odds; the Centre for the Improvement of Early Reading 
Achievement (CIERA) website and the follow up that Alvermann did … Appleby, some stuff in 
Britain, the Systemicists here… . Rosa explained: 
What I was doing was trying to broaden out the notion of code breaking as having multiple 
dimensions, so an orthographic code, a written code, a social code… the text – coding 
around text – social code, to try and stop the focusing in on phonics, hoping to get that out 
of the way so we could start to really push the top levels of inferential, critical, analytical … 
but it didn’t happen. I know I am biased, but I thought it had a lot of basis on which to push 
Australia back into its world leading position. ‘Cause you know, up until the early 90s 
people came from all around the world to see Queensland. 
As had happened across the globe, Queensland had followed the trend of schools relying on pre-
packaged programs for reading instruction. This widespread practice was seen as a significant issue. 
Peter Freebody’s notion of necessary but not sufficient, as made evident in video clips included in 
the resources, was a reminder that reading is a problem-solving activity which requires awareness 
of the context and purpose of text. The strong message to schools was to look beyond ‘the program’ 
to better understand students, their community and the teaching of reading. Detractors argued that a 
  
127 
 
model of language, based in theory, would have provided a stronger framework on which to build 
reading practices.  
 
Managing the process 
The process of review of writers’ work was a critical factor that impacted on the progress of the 
reform. The work of the first team was not quality assured from within the bureaucracy but through 
a process that involved a team of three literacy experts, all women, from across Australia. The 
reflections of Grace, an academic from an interstate university who was entrusted to work as a 
critical friend, showed discomfort with both the process and the outcome:  
…the thing that frustrated me around the other consultancy role was … this bringing people 
from the outside, looking at the work of these guys who’d been busting their guts to do 
things … must have been extremely threatening to them. I would have felt very threatened by 
people coming in and looking at my work. … [Rosa]  had enormous, enormous amount of 
information and…she could quote… she obviously read widely …she could quote chapter 
and verse of various literacy educators and what they were saying and what they wanted to 
do and so on. So she really was trying to underpin this document with research. 
 
We had this emergency breakfast meeting with [senior officer], and we had to say to him 
that we really don’t think these guys are ever going to be able to get this done in the time 
you want them to and it’s not because they haven’t got the knowledge …. My view was you 
keep changing the ground from underneath them. You know, they just get going in one 
direction and you bring in people like us which changes the ground and then it was like they 
had a really good idea but I don’t really know. I just feel that we … I’m not sure that we did 
them any good at all in the sense of personally … I think we took away their self-confidence. 
 
The first process was fraught from its inception. The emotional context described by Grace 
(frustrated; extremely threatening; changing the ground; took away their self-confidence) conveys 
her negative evaluation of the context and her empathy for the writers.  
 
Confusion arising from attempting major change without time for a clear direction to be established 
and issues debated resulted in the first team leaving the project. This decision was also influenced 
by the physically and emotionally demanding nature of the work. Although human resources and 
funds were limited, it was the hostility within the workplace that cemented their resolve to leave. 
Rosa reflected: 
Remembering that we had a small team; I think it was one or two, it might have been one 
point something million. We had to pull it off on, which is an incredibly small amount of 
money, and at the time[colleague] and I were working ten to fourteen hours a day, six days 
a week, which nearly killed us. So that when there was … sort of …the purge and we looked 
at loyalties … and it was probably the hardest thing I’ve ever done, was to walk away. It 
was the right thing to do; I’m convinced it was the right thing to do. But it was the hardest 
thing I’ve ever done because I knew how it would look and I knew that I would not be able 
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to talk about what went behind and I knew how people would choose to construct. But it was 
the right thing to do, was to walk away… 
 
Rosa’s choice of strong emotive language (nearly killed us; purge; loyalties; convinced) and 
repetition (the right thing to do; the hardest thing I’ve ever done) emphasise the significance of the 
factors that led to her decision to leave. The final point, that this decision would be misrepresented 
and that her view would never be heard, emphasises the personal cost to her of taking an ethical 
stance. Given the restrictions on who could be spoken to and the social taboos associated with the 
expression of anger by women (Court, 1995), it is evident that the writer’s safest choice in dealing 
with the frustration, humiliation, and shame suffered was to disassociate and remain silent. Rosa 
reflected: 
And I’ve always been disappointed because I thought that we had some really, really avant-
garde kinds of ways. And it also, you talked about secondary schools, talking about it as the 
construction of knowledge itself, and that it only could be taught, the literacy of Science, 
could only be taught in Science, because the literacy was about the thinking… 
It was really, really good. It got the secondaries hooked and for the first time they could see 
for the first time that reading was their business and it did get the secondaries engaging 
with us. But it is kind of all dead, fizzled away. 
 
Here Rosa’s choice of language constructs her identity as an innovator (really, really avant-garde 
kinds of ways) with expert knowledge of challenging contexts (secondary schools) and fields (the 
literacy of Science). She believed that the approach taken engaged the most difficult clientele (It got 
the secondaries hooked) and that they were coming to understand the intent of the reform (reading 
was their business). The significance of the first team’s achievements is stressed through repetition 
(for the first time) but the politics of the situation denied her the opportunity to see this become 
reality (it is kind of all dead, fizzled away). It is evident that Rosa experienced a sense of 
powerlessness and loss of status for there was no recognition given to her contribution.  
 
The second process, under the leadership of Michele Anstey, was quite different. From her 
university experiences as Associate Professor in Literacy and Children’s Literature, and Deputy 
Dean of the faculty, Michele brought expert contemporary literacy knowledge, favoured a 
collaborative leadership style, and was not part of the Education Queensland bureaucracy. Her 
response to the difficult situation of leading a team that had just experienced a leadership spill 
reveals a capacity to manage adversity: 
So, as a working environment to come into, the first thing I had to do regardless of anything 
to do with the project, was actually get to know my team and reassure them … and get to 
know their professional expertise and what they had been doing and indicate that no, I 
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wasn’t here to push you aside; I am actually here to work with you, and we’re going to work 
together as a team. 
 
Her secondment, initially for three months, saw the writing team of four relocate and flourish in a 
nearby building awaiting demolition. This separate location provided a space that fostered “the 
simultaneous coexistence of social relations that cannot be conceptualised as other than 
dynamic”(Massey, 1994). Michele explained: 
…so we were over in this little annex across the road all on our own … it was brilliant 
because it enabled us to build that team and it removed us from the day to day bureaucracy 
and red tape across the road. So it gave us that measure of independence and cohesive team 
building which was really, really important to a project. … it would have been one of the 
best working relationships and team things I’ve ever done. It really was. And I think that’s 
probably why it produced some really good stuff. They were great people and really 
knowledgeable. 
 
The first resource provided for teachers, Literate Futures: Reading (Anstey, 2002a) outlined the 
priority areas. This was later supported by the key resource, the CD-ROM, which held both the 
theory and the practice designed to support teacher professional development led by the LDCs. 
Schools were issued with sufficient copies of the Literate Futures: Reading book for all teachers 
and the CD-ROM subsequently went to all schools. 
 
Leadership 
The leadership of Anna Bligh, Queensland’s Minister for Education at the time was, for some 
involved, a positive factor in meeting the demands of the task. Views included:  
We had a minister who was driving it, very strongly. That was very important … and she 
had good advisers. Allan Luke was still her adviser so he would keep it burning and when 
people came in with some weird ideas … she listened to him. … She was amazing! ... She 
read widely; she thought about stuff. She came prepared. She didn’t rely on somebody 
slipping her a piece of paper as she walked in ... She did a lot of it herself. That was the 
perception I had.  
 
Leadership at this level that built positive relationships with the writing team was a critical factor. 
Anna Bligh was seen as a ‘hands-on’ minister actively involved in the work, requiring the director 
to report to her fortnightly on the progress of the whole-school literacy planning guide. This was 
empowering for the team as writers valued her commitment to the project and respected the manner 
in which decisions were made (she had good advisers, she listened to him, she came prepared). 
 
Under Michele’s leadership, feedback was sought from the different branches within the department 
whose responsibilities were relevant to literacy reform. At the time significant work on curriculum, 
pedagogy and assessment was being undertaken by Gabrielle Matters in assessment and through the 
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New Basics (see Chapter 1 p.18) reform. The Queensland Studies Authority (QSA) was developing 
outcomes-based syllabi and, to ensure alignment, consultation occurred with those writing the 
English syllabus which also had a strong socio-cultural focus. This approach is remembered 
positively and as a source of empowerment by Lucy, a representative of one of the groups: 
Michele Anstey was writing the new reading document and it was great. It was a totally 
different way of operating. She invited feedback from the Inclusive Education Unit
38
. She 
wanted us to participate and I remember we all provided a lot of feedback to her on that 
document. It was great. 
 
This leadership style encouraged learning and the construction of knowledge essential for the new 
direction to be achieved. It was a feminist pedagogy that included “an emphasis on trust, 
collaborative learning, and collective process and facilitation” (Boler, 1999, p. 118) as bases for the 
work. It was a leadership style that built team solidarity and one in which the writers thrived. 
Writers valued the knowledge brought to the project by others in the team. Praise for the strengths 
of colleagues included:  
wonderful knowledge, very knowledgeable about literacy to start with, but then wonderful 
knowledge … one in film and television, one early childhood, mine was … I cross all the 
primary area, and then we had people in the secondary area as well. The fact that we were 
trying to look at all key learning areas was another thing that made the project huge again.  
 
Knowing that a quality product was emerging was a source of security and motivation for writers.  
 
Constraints, inhibiting factors, lost opportunities 
Although writers consistently commented on the powerfulness of collaboratively developing 
understandings of issues through working as a team and the satisfaction derived from engaging 
deeply with new and challenging concepts, the pressure of timelines did not allow for important 
literacy messages to be taken up in other significant reforms. When reflecting on practices that 
could have led to better outcomes, Ella commented:  
… New Basics was happening at the time. What made our job even bigger was … 
productive pedagogies was on the agenda as well … if we wrote anything we tried to keep 
productive pedagogies in the back of our minds, or weave it in. We wanted to meet with a lot 
of these people. It’s difficult to meet with say New Basics for instance, and they were 
working on assessment. Was literacy a key thing that they were investigating when they 
were doing this wonderful work around assessment? You know I remember people saying to 
me, the highly intellectual conversations they had around assessment. But if literacy had 
been there as a key driver as well … the salient parts of this task, if they had been identified 
as well, how powerful would that have been? 
                                                 
38
 The Inclusive Education Unit was disbanded during the time of Literate Futures. Its role was to support the move 
from a segregated educational model for students with disabilities to an integration model, thereby recognising the 
rights of all students to be educated in their local school, regardless of ability. 
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The failure for new directions to be applied to concurrent initiatives meant that opportunities to 
demonstrate in a practical way what the reform provided were lost. Here was an opportunity to 
demonstrate to teachers the interconnectedness of pedagogy and assessment within a curriculum 
framework. Writers knew that most schools had neither the time nor the capacity to make strategic 
links between multiple new initiatives, and that direction was needed. As Ella reflected:  
I think sometimes you forget that when you’re in the classroom it’s just so full on and you 
know, it’s about your day to day, being ready for each day, that you don’t have the time to 
reflect on all of this. But our job was to have that knowledge and then break it down into 
parts that were easier to digest and to work in a classroom. 
 
Although writers continuously drew on their personal experience in schools and classrooms to make 
cohesive links between the multiple reforms and initiatives coming from Education Queensland and 
the Queensland Studies Authority (QSA) at the time, this essential step was not addressed at the 
bureaucratic level.  
 
For the second team the process of review involved a Steering Committee whose role was to 
monitor the progress of the resources. The Steering Committee, made up of male and female 
bureaucrats, held power over the writers more through bureaucratic process than deeper 
understanding of the potential of the reform to improve teacher practice and student data. The group 
proved to be a source of resistance and a block to the achievement of the team’s goals. The director 
expressed deep frustration with timelines and the restrictions associated with process, commenting:  
The steering group, in its wisdom, met once a month. We had three months in which to 
achieve this. … We were never allowed to move forward on stuff unless it was approved. 
And that group would approve it, but then it had to go upstairs several more times… I found 
the way in which that stopped stuff going forward, given the timelines we were trying to 
work with, was just ridiculous... the worst was the first Steering Committee we went to with 
the document showing how we’d worked out where it would go… one person, who was quite 
influential because they were the head of one of the departments … told me that it wasn’t 
appropriate because it wasn’t written in the appropriate language. I didn’t use the buzz 
words. I didn’t use the right buzzwords. But I didn’t actually know what the buzz words 
were … There were certain words that the Department of Education wanted to use at the 
moment associated with professional development; or actually this person wanted to use in 
his department. And although he wasn’t in charge of this, he was on the Steering Committee 
and had such influence that basically if it didn’t have ‘those words’ it didn’t go any further. 
So it was quite interesting, because the young guy who was second in charge… he actually 
got together with me afterwards and said to me, “Email it over to me.” He massaged it, put 
in the appropriate kinds of words; we took it to the next meeting, it went through like that… 
we had ensured that all the Literate Futures jargon was in there, but it didn’t have these 
right words …  
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The role played by the young guy with the buzzwords initially appears heroic, but analysis of the 
language constructing sign systems and knowledge reveals that language was being used by a group 
within the bureaucracy to privilege certain forms of knowledge from a field that intersected with, 
and so was potentially challenged by, the women in the literacy project. The potential for the new 
initiative to threaten the status and power of existing teams led to a situation where boundaries had 
to be established and relationships established. The young guy with the buzzwords was in a position 
of power because of his access to a privileged language that had not been offered to the writers. In 
this way the writers were disempowered and made to feel inferior, while the status of the young guy 
with the buzzwords was elevated. The injustice of this incident could be said to involve 
misrecognition and misrepresentation (Fraser, 2008d).  
 
Furthermore, the writers were working with tight timelines: And we just went on. We had to...; 
without clear guidelines: You could go on with it, but you didn’t know when you’d have to go back 
and undo the stuff you were doing; and within a culture where power was used to intimidate and 
control: the thing that held us up, was stuff wouldn’t go… wouldn’t be approved at these meetings. 
The demands placed upon the team, combined with the insecurity and uncertainty stemming from 
the process, led to feelings of anger and frustration: that meeting was the most frustrating meeting 
for me in the world because I was so aware of this time line, and compelled them to work long 
hours: I’d be in there at 7:00 in the morning and leaving at 6:00 at night. Our manager similarly, 
sometimes stayed later. And we were working all the hours there were to meet their three months 
deadline. 
 
The power of the Steering Committee to make such demands upon writers confirms that the state 
operated as “a corporate structure dominated by men and by the interests of specific groups of men” 
(Franzway, et al., 1989, p. 161). Unequal power relations (Blackmore, 2013a, 2013b), no doubt 
influenced by subversive and marginalised cultures existing in the organisation, denied writers 
access to essential knowledge and placed them at the mercy of practices that stalled progress. 
Although Foucault argued that power needs to be considered as a productive network, he did not 
deny that “hegemonic structural regimes of power exist in which some people and groups are 
dominant over others because of institutional process” (Kamberelis & Dimitriadis, 2005, pp. 46-47) 
such as those operating in the bureaucracy. Fraser (2008d, p. 6) argues that a major effect of such 
strategies is that “skewed decisions can result when the political voice of some members of 
bounded political communities are compromised, impairing their ability to participate as peers in 
social interaction”. These factors contributed to the immense pressure the writers felt. Had the 
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writers been consulted, they would have identified critical factors of far greater consequence to the 
overall outcome of the reform.  
 
At the time, the structure of the Education Department did not promote communication between 
branches. The holistic nature of the Literate Futures reform meant that it did not sit neatly within 
the Curriculum Branch. It was much more than a document on reading for classroom teachers as it 
included the critical contributing elements of school leadership, community partnerships, and the 
broader education community. The focus on multiliteracies embracing diversity, critical literacy, 
and digital literacies provided a space for input from the Inclusive Education Unit, which was not 
part of the Curriculum Branch. But consultation with the different groups was difficult to organise. 
The Inclusive Education Unit, keen to ensure that the first reading resource was inclusive of all 
students, requested to see drafts of the document. As this was denied, members of the unit were not 
able to read the work until the draft was sent to publication. This subsequently led to the need for 
the document to be rewritten as it was determined that it presented a predominantly cognitive 
approach that did not advance the socio-cultural model, nor did it take sufficiently into account 
multimodal texts, or the notion of multiliteracies that the informing paper promoted.  
 
When attempts to include understandings of diversity within all pods on the CD-ROM failed, the 
task of writing a pod on diversity fell to Lucy, a member of the Inclusive Education Unit. Given that 
there was a three month timeline Lucy was forced to make difficult choices that impacted on her 
family. Lucy recalled:  
So my son would have been about 15 or 16 and I told him he would have to go and live with 
his father up the road because I would not be any good as a mother for the next three 
months and that’s what I did. I worked 7 days a week and didn’t leave the house … except to 
buy groceries, or toilet paper or something … or maybe some bottles of wine. And I have a 
really distinct memory of … at one stage, coming to the completion of the modules. I had 
been handing material to the editors, and that was going well, but I had to go in and talk to 
the manager and I was getting the train into town. And at the same time I was lamenting the 
fact that I didn’t have any money for overseas holidays. But as I was in the train I thought, 
“Who needs to go overseas when you can take the train into the city.” I was so refreshed by 
seeing the grass and the trees that I hadn’t seen for three months that I thought it was a 
really fabulous trip into the city.  
 
A commitment to issues of equity for students within state schools influenced her decision to devote 
herself totally to the work on diversity to ensure critical understandings were not omitted. The lack 
of understanding of the implications of disadvantage by groups within the department had led to the 
term ‘the red pencil police’ being applied to the Inclusive Education Unit. This heteroglossia, a 
form of Bourdieu’s “symbolic violence” (Kramsch, 2008), captures the hostility towards those 
seeking to lessen the impact of poverty, gender, race, disability and class on the outcomes of 
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schooling. The focus on diversity in Literate Futures provided an opportunity for equity issues to be 
addressed through the alignment of curriculum, pedagogy and assessment in ways that allowed all 
students to succeed. To those in the Inclusive Education Unit, this was core business in education. 
 
The impact of this intense work on writers’ families and health was a recurring theme. One regional 
Queensland writer, Anna, with particular expertise gained from her studies and her work with 
Everyday Literacy Practices In and Out of Low Socio-Economic Schools (Freebody, Ludwig, & 
Gunn, 1995) had, at the time, young children aged three and five. Her recollections of her working 
life on the project include:  
I’d get on the plane on Thursday morning and I would fly to Brisbane; and I’d get off the 
plane, and I would catch a cab in, and I would walk into Mary St, and thank God for the 
editor, because every so often he would look at me and he would say, “Come on, we’re 
going for a walk.” And he would make me walk through the Botanical Gardens, and we 
would come back, and I would sit back down again. And the security guard would walk me 
out of Mary St at a quarter to nine at night, and I would take a cab to my friend’s house, and 
then the cab would pick me up at 5:30 in the morning, and the editor would meet me at the 
front door and let me in at a quarter to six. And I couldn’t work any more hours because 
they would lock the building down.  
 
Anna’s use of repetitive patterns (I would; I’d; and) and high modality (would; absolute) capture 
the unrelenting nature of the process that eventually took its toll: My whole face was shaking; it was 
nerves. I’d pushed myself to the absolute limit that I could do; I was surviving on two hours sleep a 
night. Hochschild (1993, p. 332) explains that stress comes when people are faced with a rapid flow 
of demands but have little power over the conditions that would help them meet those demands. It is 
the constancy of such demands that cause individuals to reach their breaking point and suffer 
emotional stress and burnout.  
 
It is now clear that the task was impossibly huge. A further demand on the writers’ time was 
providing footage to support effective practice in different contexts across the state. Ella reflected: 
I just think it would have been better narrowed down a bit because I was just swamped with 
… and then one of the writers didn’t finish one of the pods so I had to do that as well. The 
other thing I was a bit disappointed with was we went out finding people to film and then we 
filmed them and then we could only, because it was on a CD-ROM,… in those days 
technology wasn’t what it is today, so you could only film a certain part of the lesson and it 
took me hours to sit down and go through this film and edit the little bit that we wanted to 
make the point. And so there was a lot of good video footage that was never used. And also 
when we went out hunting for it, we weren’t allowed, we didn’t go back out and then 
supervise the filming. In the end we had to keep on writing back at the office and so the 
people who were filming went out and got it but they didn’t always know exactly what. We 
knew the people we wanted, we’d gone out and done a reconnaissance ….  
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The expectation that these women would complete multiple different complex tasks added stress to 
the work. This led to feelings of disappointment and frustration in the writers as they were unable to 
manage this process effectively. 
 
Supporting schools 
The first step required of schools by Literate Futures involved school leadership in the development 
of whole-school literacy plans. At the time leadership within schools was increasingly focused on 
management which resulted in many school principals viewing literacy as someone else’s work. But 
the extensive change necessary for this new direction to be taken up in schools required on-going 
analysis of data about school communities and the provision of professional development 
opportunities to assist teachers’ transitions to new understandings and practices, undeniably a 
leadership responsibility. The first team, recognising the importance of leadership in the field, held 
the view that:  
the LDC coordinator was not to pave the main agenda. It had to be a team and we were 
very strong on that and that’s why initially there was a lot of very strong work put into the 
principals and what the principals had to do. We had sessions about what decisions they 
had to make, what strategies they had to use, and how to develop a strategic plan and so on. 
That was very strong.  
 
The second team of writers sought to assist school leaders with this through a chapter entitled 
Managing Change: Developing your Learning Community to be included in the Professional 
Development: The Teaching of Reading for a Multiliterate World booklets (Anstey, 2004b). This 
chapter, drawing on the findings of the QSRLS (Queensland Government, 2001) and the work of 
Fullan (1993) provided guidelines for engaging teachers in learning more about literacy through 
action learning and professional learning communities, was not included in the published version. 
This also caused anger and mistrust. The director commented:  
I think that I lost all faith in the bureaucracy at that point. It was … it’s probably the thing I 
am most bitter about. Not because I wrote it; not because my chapter was previously taken 
out; because it hijacked it [the implementation] and it prevented so many schools from 
continuing the process they had begun. It was tragic for teachers at the grass roots level.  
 
The significance of this act is conveyed through powerful emotive language high in modality (all 
faith; most bitter) incorporating strong verbs (lost; hijacked; prevented) and repetition (not 
because). The disappointment is not only personal, but professional as the omission is described as 
tragic for teachers at the grass roots level. Whilst writers felt a moral responsibility for ensuring the 
best possible support for schools and outcomes for students, it would seem that another more 
powerful agenda drove this move. To the writers it remains a matter of conjecture as to why this 
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decision was made as it was never discussed with them. It is probable however, that this form of 
educational leadership that stressed “ambiguity, shared visions, bottom-up change and creativity” 
did not align with the dominant discourse of educational leadership at the time in which school-
based management meant “top-down, principal-led and managed change encouraging compliance” 
(Blackmore, 1999b, p. 208).  
 
Rewards and sacrifices 
The career trajectories of those who were the writers show that, after the writing and brief 
implementation process was completed, Education Queensland did not draw further on the expertise 
developed by these women and that they had no option other than to return to their prior 
employment. Those who held leadership positions were able to use their expertise and the resources 
to provide professional learning opportunities for teachers in their schools and beyond, but for the 
teachers a different scenario emerged. The folding of the project before it had a real chance to 
impact on reading data was a source of bitter disappointment for those who had dedicated up to four 
years of their lives to the reform. Ella commented:  
…it didn’t get enough support down at the grass roots level where it really could have made 
a big difference. So it seems it needed more time and money and probably more thinking 
around the processes to get it happening in schools.  
 
Ella told of the personal cost to her health that stemmed from the grief, disillusionment and anger 
felt at the rejection of the reform and the failure of the system to acknowledge the years of 
dedicated effort she had provided:  
I worked on the project for four years with very few holidays because there were always 
deadlines hanging over our heads, so much so, in the end I ended up with depression. Didn’t 
realise that I had it but it just was so full on all the time and also when I, after the project, 
went back to a school. But then I was called back to do the implementation and to organise 
that, and then, “Thanks very much, see you later, out to a school.”  And that’s when I had 
holidays but also realised that I’d run into problems with depression. 
 
At this point, Ella’s choice of language constructing her identity reveals that she was overwhelmed 
by a profound sense of loss of purpose that resulted in illness when the project finished. Ella felt 
that she had done all she could to support the project but that her commitment and dedication were 
not recognised by the department; she felt exploited. Her words, “Thanks very much, see you later, 
out to a school.” cynically describe how the department ‘used’ and ‘abused’ her knowledge and 
professionalism.  
 
In order to meet the demands of catering for an audience of teachers, skilled women with specialist 
knowledge and a track record of commitment and capability were tapped on the shoulder and 
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invited to do the work under the leadership of (male) bureaucrats. Drawing on Connell’s work 
(1987), Blackmore argues that this type of bureaucratic structural response could be explained 
through precedence as there has been a long tradition of a gender regime where the state defines 
women as dependent, and that through the naturalised process of bureaucratization involving “a 
tight fusion of the structure of power and the gender division of labour” (1993, p. 29), masculine 
leadership emerged to manage literacy as an issue of national significance. The “wet and soft 
approach associated with the education of girls and young children” was replaced with “the dry and 
hard approach of the economic rationalists and corporate managerialists” (Lingard, 1995, pp. 139-
140). 
 
Weedon (1997, p. 13) argues that “knowledge brings with it the possibility of power and control”, 
but the critical question that must be asked in this context is: Over who and/or what is the power 
and control exercised? The power base that brought these women into writing was theoretical and 
pedagogical knowledge and the capacity to develop new discourses for education on student 
diversity and multiliteracies. Because the work of “producing and comprehending discourse not 
only involves the processing of meaning, form and action, but presupposes vast amounts of 
knowledge” (van Dijk, 2003, p. 86), the work of the writers was demanding. It required extensive 
reading, an ability to analyse and synthesise the works of numerous academics and researchers, and 
the ability to produce a resource, equipped with readings, print, and digital resources palatable for 
teachers experiencing a paradigm shift around their work.  
 
Writers also understood that teachers’ work involves much more than subject matter knowledge and 
pedagogical knowledge. Lyons (1990, p. 211) explains that what a teacher does when presenting 
subject matter “is mediated by his or her understanding of students as knowers and is informed by 
his or her stance towards a discipline and knowledge as well as consideration of the self as knower”. 
How teachers work and their adult learning styles had to be taken into consideration in the 
development of the materials. However, the power these women possessed through knowledge was 
contained within the project and limited to the duration of the project. This control, Lather (1987, p. 
245) suggests, allows women to be “dominant in relations of temporary inequality” but required 
them to be “submissive in the permanently unequal relations of the bureaucracy where power is 
used both to cement dominant/subordinate dynamics and to rationalise the need for continued 
inequality”.  
 
For those who were ‘insiders’, part of the bureaucracy, knowledge of institutional social/cultural 
practices enabled power to be maintained over the writers. The constant pressure from demands to 
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do more led to the internalising of feelings of inferiority, submission to the oppression of the 
bureaucratic process, and eventually illness. However, the women appeared quite accepting and 
appreciative of the role of spokesperson for the project being carried out by a male. Ella thought 
that he was absolutely brilliant at liaising with the minister at the time; that was Anna, and senior 
bureaucrats. He was excellent at liaising and keeping them in the picture as to what Literate 
Futures was about…. This structure, accepted as normal, was another that maintained the silence of 
the writers. Yates (2008) argues that the issue of who speaks remains one important political 
perspective on research and on policy making that deserves on-going attention. In effect, subsuming 
writers under the authority of a male member of the bureaucracy was another way in which 
institutional practices maintained power through a masculinist discourse of leadership and failed to 
respond to the repressive conditions under which the women worked. 
 
Reflecting  
The discourses of circulation revealed that, among other things, a savage ‘reading war’ was 
happening within Queensland’s education bureaucracy and that the casualties included highly 
experienced women whose work was theoretically informed. Theoretical knowledge was in itself, 
not sufficient, as the socio-cultural ideology required a particular discourse about learners. This was 
not clearly evident in the first version of the reading resource for teachers. Rosa explained:   
One of the things we tried to do with the pink book was to try and situate reading as the 
construction of knowledge and that it was vital to understanding epistemology of knowledge 
itself. I know, a tautology; and that was the other big step that we tried to put in there that I 
thought was not subsequently delivered. But understanding how texts work; understanding 
how reading works is to understand how knowledge itself works, which is what virtual 
reading across the curriculum … to read like a scientist is to understand the thinking of a 
scientist. 
This focus, foregrounding cognitive processes, did not embed the socio-cultural factors identified 
by researchers such as Thomson (2002), Comber (1993) and Friere (1972) which were driving the 
change in teachers’ understanding of reading. Reflexivity, the use of language to “simultaneously 
reflect reality and construct it to be a certain way” (Gee, 1999a, p. 97), evident in the above text, 
reaffirms practices from prior reforms that focused on literacy across the curriculum; yet the 
statement also points to the direction of subsequent initiatives that addressed the literacies of 
different curriculum areas. To this day debate continues over cognitive and socio-cultural factors 
that contribute to reading success and failure. 
 
Of all the interviews conducted, it was those who worked within the education bureaucracy who 
consistently expressed strong feelings of anger, frustration, disappointment, loss, and sometimes 
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success. Anger at the processes and conditions that oppressed them are reminiscent of the 1960s and 
70s in the U.S. civil rights movement where “the shared experience of anger was one identifiable 
sign of women’s collective dissatisfaction with being treated as second-class citizens” (Boler, 1999, 
p. 114). These women, seconded into the department to write, did not hold permanent positions 
within the bureaucracy. In effect, they were powerless in that they were able to be dismissed at any 
point. Technically they had a lot of responsibility, but not the power to determine the direction or 
pace of the reform. Their work demanded high levels of professional knowledge, a capacity to 
negotiate with a wide range of stakeholders, and the ability to take up a new agenda and present it in 
a way that schools could manage. The need to be so consciously aware of meeting the demands of 
others required continuous emotional labour (Hochschild, 1993) and served to keep good relations 
in workplaces. Emotional labour, Standing suggests, involves “smiling more, paying more respect, 
and adhering to norm-based behaviour at all times” (2013, p. 14).   
 
The presence of conflicting agendas added to the frustration and uncertainty that extended work 
schedules, cost jobs, and ultimately impacted on health. Hearn and Parkin (2001, p. 146) include 
organisational processes such as emotional violence, intimidation, exploitation, and conflict as 
examples of organisation violation which “intersect with and encompass processes of sexuality, 
gender and power”. This is consistent with Blackmore’s observation (1999b, 2005) that government 
bureaucracies responsible for reform are institutional sites of political power embodying masculinist 
hegemony that consistently fail to take account of and respond to other viewpoints. For these 
women job security was dependent upon their capacity to meet the demands of the bureaucrats 
managing the project. The move to the separate building however, provided the writers with the 
freedom to create a productive work space “constituted through social relations and material social 
practices” (Massey, 1994, p. 254) where all were able to derive satisfaction from the professional 
nature of their work. 
 
The Literate Futures imperative to improve literacy standards required that work traditionally done 
by women in teaching children to read was central to the reform. Although the particular 
professional knowledge and experience required was construed as female work, the bureaucracy 
established masculinist domination of the reform through the sexual division of labour set up 
around it. This entrenched practice, observed in the 1960s, led Andrée Michel to conclude that in 
any society there is a sexual division of labour where women “perform the tasks men disdain” (Le 
Doeuff, p. 12). Walkerdine (1987) argues that the binary of rational masculinity as opposed to 
emotional femininity is still very evident in education, sustained in beliefs such as “‘brilliant’ 
women are few indeed in number, but women’s painstaking attention to detail and their ‘capacity 
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for hard work’ make them excellent material for the support of a ‘brilliant academic male’” (1987, 
p. 60). Fraser (2009) argues that the gendered division of labour that systematically devalues 
activities performed by women is at the heart of androcentrism. 
 
From a feminist poststructuralist perspective, the stories of the women at the centre of this reform 
confirm that women continue to be exploited within government bureaucracies in contemporary 
society. Given the experiences of the women whose work drew them into the discourses of 
circulation in the project, it is evident that the educational bureaucratic culture, predicated upon 
managerialist values of efficiency, effectiveness, short deadlines, and hierarchy (Blackmore, 1999b, 
p. 206) and in which (female) individuals were expendable, provided at best, an insecure context for 
leading edge reform to develop and flourish. The department utilised spatial separation through 
banning communication. Bauman suggests that this forcible perpetuation of estrangement thins 
down and compresses the view of the other, making it easy to disregard others as the uniqueness of 
persons become irrelevant (Bauman, 1998a, pp. 106-107). In this way issues relating to women (or 
gender) remained hidden in the bowels of the department (Lingard, 1995, p. 137) and the 
established practices that exploited women were able to continue.  
 
The issue of how women fare as players in political processes is of central importance to feminists 
in Australia. Yeatman (1993) makes the point that Australia is a ‘state-centric’ society in which the 
state operationalizes political agendas of access, equity, and participation which directly impact on 
the lives of many women. Also, the public sector is a major employer of women in fields such as 
education and health, where the lower ranks are dominated by female employees. Because of this, 
the state indirectly manages the upward mobility of women. Positioning women outside of the 
bureaucratic hierarchy in Education Queensland limited career paths and “working them to the 
point of exhaustion ensured they had no energy to creatively challenge the status quo of the power 
structure around their work” (Boler, 1999, p. 7). From the bureaucratic perspective, they were, and 
remain, nameless and voiceless; the only exception being Michele Anstey who fought to be 
acknowledged as the author of the reading resource. Fraser (2009) argues that the right to 
recognition is one important means of overcoming gender subordination. 
 
J.S. Mill (1869, p. 156), in his historical analysis of women’s position in society, and strongly 
influenced by Harriet Taylor, made the observation that “every step in improvement has been so 
invariably accompanied by a step made in raising the social position of women, that historians and 
philosophers have been led to adopt their elevation or debasement as on the whole the surest test 
and most correct measure of the civilisation of a people or an age”. In reflecting upon the 
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experiences of these women in this 21
st
 century context, it is evident that accepted contemporary 
bureaucratic processes failed to provide fair and equitable opportunities for them. Instead, women 
remained as outsiders to structures of power; they were denied recognition for their knowledge and 
skills, and failed to benefit from the distribution of funds assigned to the task. As in centuries past, 
they did the work men did not want to do. 
 
However, such women as these no longer passively accept the subordinate position to which 
patriarchy has assigned them. In speaking out, they have created texts of resistance to an enduring 
institution steeped in androcentrism, and in analysing their stories and exposing the ways in which 
bureaucratic and hierarchical practices are discriminatory; women’s material oppression can be 
challenged. Lather (1987, p. 249) argued that “to be a materialist means to understand social reality 
as arising in the lived experiences of concrete individuals under particular historical conditions”. 
Taking account of the emotion in these contemporary accounts of domination and exploitation 
within the political context of education reform provides a means of determining how 
discriminatory practices impact upon the subject. Feminists hold that emotions are not a pathology 
but part of the human condition and that organisations are emotional economies in which 
individuals have varied emotional investments embodied in their gendered and racialised 
professional identities within unequal structures of power (Blackmore, 2013a, p. 147). Feminism 
can, and must work to challenge the bureaucracy to ensure women who take on challenging work 
are acknowledged, and that they also receive recognition and experience satisfaction for work well 
done. The next chapter focuses on the emotion work of those at the school level who were 
responsible for the leadership of literacy reform. All interviewees were women. 
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Chapter 7: From theory to practice and what really happened in schools 
 
Unless systems understand the complexity of educational change, the emotional economies at work 
and the centrality of teachers as leaders and what motivates them to do well, then structural and 
pedagogical reform will again fail (Blackmore, 2004a, p. 456). 
 
Intimidation, observed Millett, is everywhere in patriarchy (Tong, 1992, p. 96). 
 
Note: Italicised text is used for: 
 direct quotes from interviewees throughout the remainder of this thesis 
 Gee’s seven building tasks of language: Significance, Activities, Identities, Relationships, 
Politics (the distribution of social goods), Connections, Sign systems and knowledge. 
 
Introduction 
This chapter, addressing the implementation of Literate Futures at the school level, commences 
with an introduction to interviewees, all of whom were women who held or took on leadership roles 
in schools and regions across the state. This is followed by analysis of their reflections on their 
experiences in the form of seven case narratives. The foci of these case narratives are the emotion 
work demanded by responsibility for change management and the impact of the demands of reform 
work on their careers. The chapter concludes with a feminist analysis of the themes, debates, and 
motifs that emerged from the data. For those involved, promoting new knowledge within 
educational settings was frequently difficult, emotionally demanding and with limited reward. The 
patterns of emotions revealed support Boler’s (1999) assertion that emotions are socially 
constructed.  
 
The women involved 
The focus of this chapter, the discourses of reception, is the gendered nature of the work associated 
with changing classroom practice utilising Literate Futures resources at the school level. 
Interviewees included an Education Queensland District Director (Acting) and primary school 
principal (Maria), a secondary school principal (Beth), two LDC co-ordinators from regional 
Queensland (Anna and Liza), and literacy consultants to rural, regional and metropolitan schools 
(Louise, Jane, and Lara). The principals were experienced leaders of large metropolitan schools and 
both LDC co-ordinators were experienced teachers from low socio-economic communities with 
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substantial Aboriginal and/or Torres Strait Islander populations. The consultants came from strong 
literacy backgrounds that included academia, professional associations, Reading Recovery, and the 
development of the Literate Futures resources. 
 
All interviewees were primarily responsible for bringing about cultural change in schools and 
classrooms; a complex process requiring teachers and school leaders to acquire new knowledge 
about 21
st
 century literacies and multiliteracies, to embrace new understandings of student diversity, 
and to adopt new ways of engaging in on-going learning. A significant change required by the new 
policy direction was for schools to individually take responsibility for identifying and responding to 
the learning needs of their students and their teachers. Influenced by the Queensland School Reform 
Longitudinal Study (QSRLS) (Queensland Government, 2001), contemporary international 
research, and the move towards increased responsibility for decision making at the school level, the 
underlying premise was that “the task of school leadership is, above all, to lead learning by creating 
and sustaining the conditions which maximise both academic and social learning” (Lingard, et al., 
2003, p. 2). Changing classroom practice, traditionally viewed as women’s work, also required 
changes to leadership practice that went beyond administration. 
 
Learning and Development Centres (Literacy) 
The enactment of literacy policy as detailed in Literate Futures was reliant upon District Directors, 
school principals, and where available, the Learning and Development Centre (LDC) co-ordinators. 
Schools in the vicinity of an LDC had access to a coordinator, an expert teacher whose role 
involved providing site-based assistance for leadership with the preparation of whole-school 
literacy plans and the setting up of a mini research project within the school in response to an 
identified focus. To achieve the goals set down in the Whole-school literacy plan (WSLP), LDC co-
ordinators favoured action learning type projects and when invited, worked with teachers in 
classrooms. For most teachers, understanding how to achieve a balance and range of teaching 
methods in their work with texts was new. Some co-ordinators adopted a coaching/feedback model 
that included protocols for working in classrooms in ways that allowed teachers to make choices 
about their own learning of aspects of literacy. Literate Futures did not recommend a one-size-fits-
all approach to professional learning but, in response to the pressure of external accountability 
designed to leverage improvement (Elmore, 2003), school leaders were to analyse the data, existing 
practices, and the culture of the school to determine the professional learning needed to improve 
student outcomes. 
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The context of the work 
The departmental support document Whole-school Literacy Planning Guidelines (Education 
Queensland, 2002) explained that the purpose of the whole-school literacy strategy was “to 
establish a planned, systematic approach to the teaching and learning of literacy in order to improve 
learning outcomes” (p. 6). It defined: the roles and responsibilities of principals, District Directors, 
and the Learning and Development Centres (Literacy); explained the process for developing the 
WSLP, described the characteristics of an effective whole-school approach to literacy, and based on 
the work of Hill and Crévola (1998), listed the key aspects of effective literacy planning. It also 
included a CD containing a video of Allan Luke presenting information about the recommended 
approach to literacy and explaining the rationale, links to supporting websites and other documents, 
and details of all other concurrent Education Queensland reforms and initiatives. 
 
Based on the information and guidelines provided by Education Queensland to schools, a school’s 
WSLP was to detail challenges and include a plan for literacy learning at both the classroom and 
whole-school levels. QSE 2010 (Education Queensland, 1999) had identified social and economic 
forces of change that would have implications for schools as Queensland moved towards a 
knowledge-based economy. These included changes to families, increasing ethnic diversity, 
information technology, and economic and workforce change. In response to these, the Literate 
Futures report (Queensland Government, 2000) emphasised that the WSLP needed to be “a data 
driven, theoretically informed assessment of the cultural background knowledges and linguistic 
resources, community needs and educational aspirations of diverse local students and the 
community groups to which they belong” with the intent of identifying the repertoire of literacy 
practices that will “best enhance students’ life chances in new economies and communities” 
(Queensland Government, 2000, p. 9).  
 
This shift to responsibility for documenting a community profile and responding to it in terms of 
delivery was new for schools. In effect, it required schools to self-audit and identify practices that 
would result in improved outcomes. At this time there were limited systemic sources of data. 
Primary schools participated in the Year 2 Diagnostic Net 
39
and state literacy testing of Years 3, 5 
and 7 students but there was no external testing for secondary schools apart from the Queensland 
                                                 
39
The Year 2 Diagnostic Net: developed by the QSA to support learning and development in literacy and numeracy in 
the early years of schooling by monitoring children's learning and development throughout Years 1 to 3. Specially 
designed assessment tasks are given to children in Year 2 to help identify those who need additional support. 
(Queensland Studies Authority, 2013b)  
  
145 
 
Core Skills (QCS)
40
 test undertaken by Year 12 students seeking entry to tertiary studies. Self-
auditing required new ways of thinking about what constituted school data, the practices that 
influence data, and how to respond to them. Fullan, citing McLaughlin (1990), prioritised “skills, 
creative thinking and committed action” (1993, p. 22) if teacher were to change beliefs, develop 
new skills, or adopt new practices. The focus on capacity building, the process for improving 
teacher quality (Elmore, 2006; Fullan, 1996; Hill & Crevola, 1998), required a thoughtful, sustained 
approach involving leadership structures, materials, and sustained learning opportunities. It also 
needed collaboration, practice over time, and reflection to succeed.  
 
The nature of the work and its impact on the lives and careers of women who undertook this work 
in and with schools are the foci of this chapter. Excerpts from their reflections are presented in the 
following case narratives which capture different perspectives on leading literacy reform in schools. 
The work of leadership 
Case narrative 1―LDC coordinator (Anna) 
Anna worked in one of Queensland’s regional centres where unemployment was high. In the region 
there were numerous schools serving small communities. Anna explained the context of her work: 
We are in an area where data has a tendency to be extremely poor and that can be 
attributed to the really high percentage of low SES clientele base… it’s attributed to it, but 
it’s not a reason for it being accepted or to be considered the norm.  
 
Anna’s language, conveying “a perspective on social goods” (Gee, 1999a, p. 12) is political, 
challenging long held assumptions about Indigenous learners and students from low socio-
economic families. Her personal commitment to understanding how to teach the most at risk 
students derived from classroom experience, extensive professional reading, and involvement in 
research. During 1995-96 Anna had participated in the research Everyday Literacy Practices In and 
Out of Low Socio-Economic Schools (Freebody, et al., 1995) which involved the Four Resource 
model, the teaching of reading, and the oral literacies that lead into reading and writing. Anna 
welcomed the focus of Literate Futures.  
So when Literate Futures came out, for me it was a natural progression and what it 
provided was just more current research …. We’ve got a really high population of 
Indigenous kids…. While I’m not saying … that their primary discourse is our very white 
                                                 
40
 The QCS test contributes information for the calculation of Overall Positions (OPs) and Field Positions (FPs), used 
to rank students for tertiary entrance by testing the common curriculum elements, a set of generic skills identified in the 
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middle-class language patterns, there is a big difference between second and third 
generation as to first generation coming into town. 
 
Anna’s understanding of home language variations and the implications for educators is significant 
in this context as it acknowledges that socio-cultural factors influence literacy acquisition. Research 
and theory informed her practice: 
My intellectual work – Glasser… you know, choice.… I still like reading Senge stuff around 
leadership; and Luke and Freebody, their work. I guess my …study, all around classroom 
practice and interaction in classroom practice. Peter Freebody… Christine Edward-
Groves… it’s been around for a long time ... Bob Lingard, Barbara Comber; I’ve been 
reading Barbara Comber stuff … from in the mid-90s… because that’s when we went into 
looking at poverty…. Like that’s a really strong part of me, about equity, …and I guess 
that’s why I keep coming back to literacy, because it’s being literate that allows people to 
break the poverty cycle. 
 
For Anna, the ‘new knowledge’ of Literate Futures was a reaffirmation of prior learning around the 
significant role literacy plays in achieving equity of educational outcomes for disadvantaged 
students. Anna gave personal time to furthering her understanding of challenging issues, citing 
research and academics leading in the field. Her passion for literacy work combined emotion with 
moral responsibility, leaving no doubt of her commitment to making a difference in the lives of 
students for whom she felt responsible. Her capacity to influence and lead others derived from 
experience, deep knowledge acquired over a number of years as student, researcher, and reader, and 
her willingness to undertake the demanding emotional work of engaging and managing the learning 
of others.  
 
Although a very knowledgeable and experienced teacher, Anna believed that a critical factor in the 
success of the LDC she coordinated was the leadership team: 
I had a really strong team … that included our District Director, the Performance 
Measurement Officer (PMO)… on the ball as far as … collect[ing] data about effectiveness, 
monitor[ing] that and us[ing] it in a reflective way; then the principal in the school and the 
administrator. I look back at that and just think those messages would not have gone as well 
as they had if it hadn’t had been the people I worked with. And we just worked really well; 
we complemented each other as a team ….Our site was very much a district buy in. I never 
felt I was coordinating by myself which was often how other sites expressed their feeling 
around the running of it. 
 
Language constructs her identity as a collaborator (a really strong team; we complemented each 
other as a team), valuing the contributions of those with whom she worked. Anna felt that the team 
was built on trust and mutual respect, key elements for successful change (Fullan, 1993), and of 
feminist pedagogies (Boler, 1999). Relationships were viewed as critical to the change process (I 
never felt I was coordinating by myself).  
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Even though the LDCs were self-funding, support from district offices was essential as it was from 
there that schools were able to access information. Also, as schools were required to submit their 
whole-school literacy plan to their district office, it was important for the coordinator that her work 
aligned with district office messages. In this team, all with primary backgrounds, the District 
Director was a woman. The Performance Measurement Officer (PMO), school principal, and 
administrator were male. The significance of a strong leadership team was not lost on Anna: 
It’s really hard to choose a team. We had a team of people who were there because they had 
a common interest. You know, for none of us at that point in time was it a stepping stone to 
somewhere else. It was all about the goals and initiatives behind the project, and we all 
believed in it and I think we all considered ourselves to be learners. 
The significance of trust amongst team members (a common interest; all about the goals and 
initiatives behind the project; we all believed in it) is thus stressed. 
The team’s conviction, that mentoring teachers using a coaching/feedback model was the most 
effective means of building sustainable improvement in student outcomes, provided the direction 
for the LDC’s work. Drawing on Joyce and Showers (1995), Reiman and Thies-Sprinthall (1998, 
pp. 242-243) explain that significant changes in instruction must be supported by intensive staff 
development and coaching, and that the coaching of teachers and/or administrators requires 
capacity building and technical support if it is to lead to professional growth. The best outcomes 
result from processes that include an exploration of the theory and rationale, modelling, practice 
with feedback, and peer coaching. As Literate Futures drew on theory and provided the rationale 
for a focus on pedagogy, this became an important aspect of Anna’s work.  
The gendered minefield of school improvement 
As a result of historic practices, as discussed in Chapter 2, a culture of dominant masculinity 
pervaded leadership in education in Anna’s region. For many principals, developing a school-based 
approach to literacy based on school data was challenging, as was paying the LDC for support. In 
her region, the protocol adopted was that the principal would invite Anna to the school to negotiate 
a plan. Anna recounted demanding situations encountered, for the expectation was that she would 
assist all government schools. Anna recalled: 
I worked everywhere from preschool through to year 12; from schools that were high 
rolling and doing exceptionally well and wanted to tweak, to schools that were really, really 
struggling to come to grips with their poor data ... I worked from Prep rooms into Maths 
and Science; scariest things I’ve ever done. I worked with principals…I did four meetings 
where the principal of the biggest high school just came and sat in my office with me and I 
was thinking, “What am I doing? I’m a teacher; I’m a lower primary teacher in fact, and 
you’re sitting here asking my opinion.”…it was everything from having a sounding board 
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that wasn’t in your school that had a different point of view, to standing up in staff meetings 
with high school staff …and being used as a scapegoat. 
Her language, describing the extensive range of activities demanded of the role, conveys feelings of 
insecurity derived from working in unfamiliar contexts (Maths and Science; scariest things I’ve 
ever done) and becoming unwittingly embroiled in secondary school politics (being used as a 
scapegoat). It also reveals the significance of status subordination that led to the intensity of her 
feelings of intimidation when interrogated by the secondary principal. Her confidence was 
threatened as she became acutely aware of the inappropriateness of her role (What am I doing? I’m 
a teacher; I’m a lower primary teacher in fact, and you’re sitting here asking my opinion). 
Drawing on Millett (1970), Tong (1992, p. 96) explained that patriarchal ideology “makes certain 
that men always have the dominant or ‘masculine’ roles and that women always have the 
subordinate or ‘feminine’ roles”. This is naturalised in institutions such as education, and can result 
in women “internalising a sense of inferiority to men”. In a region where very few women held 
leadership positions, the power inscribed in the secondary principalship was confronting, resulting 
in Anna’s ambivalence about her ability to provide advice even though she had extensive 
knowledge and experience upon which to draw. This situation demonstrated the pervasiveness of 
patriarchal hegemony in education and how it worked “to obscure both male privilege and gender 
as a cultural construction that profoundly affects our lives” (Lather, 1987, p. 243), allowing men to 
“secure the apparent consent of the women they dominate” (Tong, 1992, p. 96).  
For Anna, this aspect of her work was emotionally challenging. Kramsch (2008, p. 42) argues that 
those who are subjected to symbolic violence are not passive recipients, but “by taking their 
subjection as the natural and necessary order of things, they are actively complicit in their own 
subjection”. It is evident that at the time, Anna was intimidated by the principal’s presence. Unequal 
power relations were exacerbated because co-ordinators, selected for their knowledge and 
exemplary classroom practice, received no recognition through promotion; they were paid as 
teachers. Bourdieu recognised that people experience deep personal distress when forced into 
difficult situations in which they appear to have no option other than to comply (Kramsch, 2008). 
Although Anna complied because her role demanded that she did, she was conscious of the social 
and economic injustices inherent in the role. By expressing the emotions that accompanied her 
thoughts and feelings about her experiences as adviser to principals, Anna was raising 
consciousness and to some degree challenging the patriarchal order.  
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Recognition  
The staging of the rollout of the Literate Futures materials, a bureaucratic responsibility, was 
unreliable. Significant delays in the development of materials, particularly the CD-ROM which held 
all the information produced by the writers and the accompanying footage, meant that the major 
resource for professional development was not released until the end of the project. This left LDC 
co-ordinators reliant upon their own resources during the time the LDCs operated and the vast 
majority of schools without direction for engagement with the resources once the LDCs closed. Not 
surprisingly, in many locations resources were not used, as Anna explained: 
Unfortunately the reading CD came out at the end, after most facilitators had been canned 
and the money had been pulled from it… the technology in it was quite advanced and so for 
a lot of schools they couldn’t open it the first time and by then the whole shift had changed 
again and we were moving. Outcomes
41
 were being dumped, Essentials
42
 were being picked 
up. I think that reading CD is brilliant but I still talk to very, very articulate, knowledgeable 
professional people who say. “Oh gee, it was a big waste of money, like you could never use 
it.” And I just cry on the inside because I know … what people gave to it. 
The significance of unrelenting change is stressed. Despair is felt through knowing that very 
competent teachers failed to realise the quality of the resources (I just cry on the inside) and learn 
from them. Her belief in the integrity of the materials produced under demanding conditions (I think 
that reading CD is brilliant) and knowledge of the context in which the writing was done (what 
people gave to it) underpin her commitment to the materials. There is acceptance that the life of a 
reform is short and that other priorities will emerge, but the fact that poor timing and technology 
resulted in negativity based on ignorance (it was a big waste of money; like you could never use it) 
was to her, a tragedy. 
 
Reflecting on her efforts to meet the demands of the work with so many principals and teachers in a 
short time frame led to her commenting: 
It burns people out because you’re doing it, not in opposition to the system, but in a system 
that … doesn’t give you that scope or support, and it’s constantly talked about, but …that 
support happens on a political cycle. …it’s not about longevity; it’s really not about quality 
of outcomes; it’s about quantity of outcomes. 
A sense of despondency (burns people out; a system that doesn’t give you that scope or support; 
not about quality of outcomes) accompanied the realisation that inevitably the success of the reform 
would be measured quantitatively and that there would be no recognition given to the interpersonal 
and leadership work that required so much knowledge, passion, and commitment from those on the 
ground. Anna believed that: 
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Literate Futures was really good and the messages were very compatible with schools because 
it was data that came from schools. You couldn’t argue with it. It was fair. And it was about 
what was happening, and it was well written and it was easy to read, and easy to tap into and it 
was presented well… everything from the whole report down to the red document43… 
 
After her work with Literate Futures ceased, Anna moved to a coaching role supporting teachers in 
two primary schools in the same region. She says of her work: 
I enjoy my coaching job … I’m in a lucky position in that I have two principals who really allow 
me professional freedom; that listen, that argue with what I say, but listen too, and I can go and 
have really good professional discussions with [them]. That sort of allows me to roll with the 
coaching and my philosophy around leadership around literacy, and [they] have really 
supported that. 
 
Professional identities 
In this context, her work remains intellectually challenging and professionally rewarding. 
Although able to continue to do the essential work of assisting teachers in classrooms to become 
better teachers, the depressing reality is that the years spent doing this work does not receive 
recognition and could negatively impact on her career: 
I have a substantive position as a HOC
44
, but [my school] has lost their numbers; there is 
no HOC position even though it is substantive, and I may go back to classroom teaching, 
which I actually still love, but I earned my Band 5, and now for three and a half years I’ve 
run research projects in coaching and worked on all those different levels, and because I 
choose not to go into being a principal, because I really still don’t think that is where I want 
to be, I may end up back in the classroom. 
  
Her professional identity as a leading educator is constructed around supporting teachers within 
their classroom. She says of her time as LDC coordinator: 
I consider myself to have been very, very, very, very lucky to be in that place and time. To 
have the people around me; to have the learning I did; to be involved with the research; to 
have the opportunities to read what I did; to step out of the classroom and look at it 
separate to teaching; you know, to have that headspace; to understand it. So I wouldn’t 
have changed any of that… 
 
Anna’s appreciation of the opportunity to learn is significant as it underpins her commitment to her 
work. However, she was familiar with the experiences of other women who had made significant 
contributions to education, only to be treated poorly when the work ended. 
They were really, really committed people who gave up their careers because they were 
seconded, and then they were told, as people are told now, like the literacy coaches, the 
co-ordinators, “Oh no, you have to go back after a certain time.” So they worked their 
butts off … and then they were given shitty jobs. 
 
Her[education adviser] experience was around the teaching of it [assessment], but as 
far as working with teachers around planning, analysing data, determining starting 
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points, working around assessment standards and moderation and all that sort of thing, 
hugely skilled. Dumped. Go back to teaching PE. 
 
Anna had observed that, for many highly competent women, career satisfaction was a fleeting 
experience linked to the duration of a project or local demand. The politics of a system focused on 
management assigned little value to the professional expertise associated with classroom practice. It 
was taken for granted, forgotten and overlooked, with those who dedicated themselves to assisting 
colleagues often treated poorly.  
 
Even with her experience, there was lack of recognition: 
And yet, principals and schools are happy to pay with lots of money for someone outside of 
town to come up, because obviously they must be better. I understand that sometimes you 
need to because you just need a different face. You need a different face to tell you the same 
message, and, you know, that’s fine then. 
 
Her language, building connections between literacy improvement and principals’ actions conveys 
frustration with the politics of power (happy to pay with lots of money) and a cynical acceptance 
that schools will continue to invest in one-off programs (obviously they must be better) even though 
there is convincing evidence that limited long-term gain will be made (Reiman & Thies-Sprinthall, 
1998). The irony is that true expertise, complete with local knowledge, was there in their 
community. In Anna’s view the department lacked direction:  
It seems to be going around and around and around talking about instructional 
leadership… Senge’s work,… Fullan’s work,… Marzano’s work … to find some other 
place… to give us direction…because … nobody’s got the balls really to say, “We’re going 
to use this model, and we’re going to put it in place.”… It always seems to be about 
performance review rather than about building on best practice. 
 
It remains an immense frustration to her that the department’s current focus on management does 
not encompass the everyday work of the teacher in the classroom. Her comment, conveying an 
assumption that men are responsible (nobody’s got the balls), reveals the pervasiveness of the 
power/masculinity dualism in everyday language. Anna’s journey demonstrates both the essential 
work done by theoretically informed experienced teachers and the incapacity of current structures to 
acknowledge and foster teacher professionalism. This was also evident in Liza’s story. 
 
Case narrative 2―LDC coordinator (Liza) 
Liza worked across a vast area of the state that included schools in remote and isolated 
communities, many with high proportions of Indigenous students. For her, a passion for ‘doing 
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good’, expressed in terms of professional ethics by school leaders, drove the agenda. Liza explained 
that the LDC in her region emerged from an amalgamation of schools: 
My principal was a very innovative principal and he made these alliances with some other 
principals …they were very innovative people; they could see that we needed to do 
something, … they worked well with others … that group of schools that eventually became 
the… LDC, was very, very child focused … and those principals – that was their whole aim, 
so it was…, “Yes, we’re working with you teachers, but the bottom line is we want this for 
our students.” 
Identities are constructed as collaborative (made these alliances with some other principals; they 
worked well with others), professional (very child focused; the bottom line is we want this for our 
students), and progressive (a very innovative principal; they were very innovative people; they 
could see that we needed to do something). Connections are made between the key messages of the 
reform and the recipients (the bottom line is we want this for our students).  
The coordinator, alert to discriminatory practices, described her experience of the influence of 
informed leadership in a school where the culture had not changed for decades:  
I went there because of the principal… a great leader. But … the male teachers used to sit at 
one table, and the female teachers used to sit at another. The male teachers all taught in the 
upper school; this was until this principal came along... I couldn’t believe that it would still 
operate like that... 
I was … one of the first team teaching teams…in that school. I think I was the first female 
year 7 teacher to have operated at that school for a long time. 
 
Language constructs the politics of this school as steeped in patriarchy where women constitute ‘the 
other’ (de Beauvoir, 1949). Through the allocation of women teachers to the lower primary classes 
(male teachers all taught in the upper school) and the separation of staffroom space (to sit at 
another [table]), a gender order reflecting early 20
th
 century values was maintained (Blackmore, 
1999b). By appointing a female teacher to Year 7
45
 and endorsing teaching teams, the new principal 
positioned a woman as a leader. These actions appear to have caused some male anxiety because 
the ones who didn’t like that culture, I think, asked for transfers.  
 
Again, for this coordinator, a shared vision and team work were essential to achieving the cultural 
change in teacher practice promoted through Literate Futures. In schools where access to an LDC 
was difficult, leadership at the school level was essential. Her work in remote schools demonstrated 
the importance of leadership: 
I think one of the big challenges was getting a leadership team together. … If the 
principal was on board, and the principal valued it, and came and sat through the PD, 
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and had the words to have the conversations with his or her staff, it worked brilliantly. 
But if they just saw it as, ‘Oh yes, I can tick off the literacy PD component I’ll just … I’ll 
get [LDC coordinator] in, she can run this PD and I’ll just go and do some other very 
important work I have to do in my office’ …. 
 
Liza experienced a range of responses to the initiative and her language, describing ways in which 
principals assumed responsibility (or lack of it), constructs a political perspective on their work. In 
her experience, leadership by the principal through valuing, engagement, and discussion with staff 
produced far better outcomes than staff learning about literacy from the LDC coordinator without 
endorsement from the principal. Liza’s experiences confirmed that principals played a crucial role 
in establishing literacy as a priority within schools, not necessarily through being ‘an expert’ in 
literacy, but through involvement in the school’s learning community. Prioritising management 
over professional learning in this context was abrogating responsibility, for then nothing happened. 
 
Confronting contexts; challenging issues 
The work of creating WSLPs led Liza to experience a range of successes: 
What we had seen was sometimes principals saying, “Yes, here we go. My staff’s done some 
PD on Literate Futures. Tick the box.” And that was it. I actually even know of schools … 
remember … whole-school literacy plans… had to be handed in? …Some schools forgot to 
take the name of the school that they pinched it from, off theirs … just went down the 
compliance track. 
 
The significance of the planning process was that it identified a focus for teachers to discuss and 
refine for the students in their school. Those who superficially engaged (they pinched it; just went 
down the compliance track) failed to benefit from the professional learning opportunity this 
provided. Based on the WSLP, LDCs encouraged schools to develop professional communities 
(Seashore Louis, Kruse, & Marks, 1996). For Liza, the most frustrating were principals who just 
wanted you to fix the problem … wanted you to write the program for them to be able to tick the 
box. 
This language constructs the principal’s view of his/her relationship with the LDC coordinator as 
one of dependence (fix the problem; write the program). Not all were willing to accept 
responsibility, expecting that the LDC coordinator would do the difficult work that the principal 
could/would not attempt. It also indicates that some principals may have failed to appreciate the 
opportunity the WSLP provided to initiate professional conversations as this was not the kind of 
work included in the managerial focus of their work. Again, secondary schools proved to be sites of 
resistance: 
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I did find it quite difficult to get into secondary schools, I think (a) because at that stage a 
lot of secondary schools still thought that literacy was primary schools’ business and had 
nothing to do with them … and (b) I was a primary trained teacher. … We did employ 
someone from the secondary sector later on and she had difficulty as well. But I think that 
was because … secondary schools saw the ownership of literacy sitting in primary schools 
and I know that there were secondary schools where those boxes of reading books weren’t 
even opened. 
 
Her reflection, making connections between the reform and the secondary context, identified that 
women who were given the difficult task of introducing reform into secondary schools faced 
immense resistance and were not able to mobilise change under the conditions in which they 
worked. This involved significant emotion work. 
Recognising and responding 
Following the cessation of the Literate Futures project, Liza’s region chose to provide further 
funding for her work to continue. Educational leaders in the region, recognising the value of the 
professional development CD-ROM resource, made the decision to tailor a package to meet local 
needs. Liza transitioned to a project officer role that enabled her to use the Literate Futures 
resources to build on her previous work as well as support teachers in Catholic and Independent 
schools. It also gave classroom teachers more time to further refine and deepen their understanding 
of multiliteracies and the teaching of reading. For Liza this strategic step to address confronting 
literacy data from schools in isolated communities and with high Indigenous populations was 
professionally rewarding: 
It turned into a very nice co-operative kind of thing that we were doing. And it was nice to 
have all of us using the same language and talking about the same things … that was a 
really, really nice aspect of the Literate Futures materials and what we were permitted to do 
that I don’t think I’ve ever been permitted to do since. 
Collaboration and relationships were at the heart of a process that built positive morale, an essential 
element of sustainable improvement (Fullan, 1993). Liza recognised this as empowering. 
However, there was no career path for Liza with this work: 
It seems very obvious that professional knowledge is not valued by our system. The path I 
have embarked upon really cannot be considered a career path because it leads to nothing – 
it is a dead end. When each role is over… I revert to classroom teacher – my substantive 
position. All the knowledge I have gained over the years goes back into a single classroom. 
There is no way to advance to higher pay scales as there are for administration jobs. In our 
region at least, all of the education adviser jobs seem to be taken up by women. 
 
The harsh reality was that the skills and knowledge that shaped the LDC coordinator’s identity as 
literacy leader were given no recognition. Her language conveys a perspective on the politics of 
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literacy reform in which roles are stereotypically essentialised: All of the education adviser jobs 
seem to be taken up by women, and the work of women devalued: It really cannot be considered a 
career path because it leads to nothing – it is a dead end. There is failure to take into account the 
enormity of the literacy problem in disadvantaged communities and value the knowledge and 
expertise built up by those who attend to this: All the knowledge I have gained over the years goes 
back into a single classroom. It is evident that the bureaucratic structure premised on advancement 
with mastery of increasingly complex skills fails to apply to all government employees. Within the 
bureaucracy power is positioned with management rather than professional practice, even though 
literacy remains a significant educational issue in the State of Queensland.  
 
Expressing anger 
The readiness of principals to seek out consultants who offer quick and/or simple solutions to the 
issue of literacy and the insidious demands of NAPLAN drew disgust from Liza: 
So the things that I have been passionate about and I’ve been spruiking for the last I don’t 
know how many years, are not valued until they buy a consultant who comes along and sells 
them a package…. And it infuriates me, sometimes, and I feel really devalued when that 
happens but then, you’ve got to step back and think, “Well, you know, if that’s what it is that 
you think you need at that school, that’s good”. a) if it’s going to result in better outcomes 
for our kids well, good, at least you’re doing something. Yep, good. And b) if that is your 
view of the world, then it’s probably not someone I’d like to work a long time with anyway. 
 
Liza’s anger, expressed through strong emotive language (I have been passionate) constructs her 
identity as a woman slighted by those she has supported (I feel really devalued), yet something of a 
harridan (it infuriates me). Liza feels that advances made with literacy are compromised by those 
with power but lacking the ability or will to really tackle the problem. Confident in her knowledge, 
she is firstly accepting that some may need some help (if it’s going to result in better outcomes for 
our kids well, good), then she fights back, subversively dismissing the recalcitrant (if that is your 
view of the world, then it’s probably not someone I’d like to work a long time with anyway). In her 
view, the inevitability that managerialist focused leadership will resort to dubious solutions led to: 
The even sadder part is that our regional leaders – men of course – believe him [interstate 
literacy consultant] and I have all sorts of struggles to convince them otherwise. ... Finally, 
it seems that to have credibility and authority in our system, you need to have a penis, have 
been a principal who follows the systems that have been put in place (usually meaning that 
you have paperwork for everything whether you actually DO anything or not) and are 
generally a bit of a bully. Knowledge plays absolutely no part! 
 
Disappointment (The even sadder part) and frustration are carried in these words that describe the 
politics of a region under patriarchal rule. Liza’s experience was that regional leaders (men of 
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course) wielded power, enforcing dubious practices that could not ensure sustainable long-term 
improvement for diverse communities. Her comment implies that, as a woman, regardless of what 
she knows, she will be overridden by their enthusiasm for the interstate male principal marketing a 
program: I have all sorts of struggles to convince them otherwise. Because institutions are covertly 
racist and sexist (Blackmore, 2010d, 2013a), allowing some the privilege of determining which 
form of knowledge is relevant in a given situation, her expertise is ignored. Her language indicates 
that there is a lack of trust (you have paperwork for everything whether you actually DO anything 
or not), and that relationships are based on unequal power as she is marginalised in this context.  
Case narrative 3―Primary principal (Maria) 
A primary context 
In many schools the development of the WSLP drew on the expertise of an experienced member of 
staff. Maria, the principal of an established metropolitan primary school recalled that, although she 
held reservations about the literacy coordinator taking responsibility for the task and working with a 
group of teachers to develop their WSLP, she supported the teacher. Her confidence in the process 
was based on her view that the literacy coordinator had the most wonderful interpersonal skills … 
she was really well regarded in the school … a good teacher. Maria’s main reservation was that 
teachers got a bit distracted by the whole notion of developing a plan, … I think that’s a sort of 
principal type work. Maria thought it was important that that person just didn’t get bogged down 
with writing the plan, (plans themselves don’t do anything; it’s what people do with it that makes 
the difference), and that writing the WSLP: was a huge job in any school community for anyone to 
do.  
 
Time to do things well was a priority: I don’t think as a school system we necessarily give people 
the time that they need to do these things. But in this school regular time was made available to 
teachers to engage in professional learning focused on data about their students. Maria explained: 
We ran our professional development program one afternoon a week for an hour. Teachers 
were very good. In terms of information we’d have a briefing meeting … but that 
conventional practice that schools had where they would have a staff meeting for an hour of 
one afternoon a week seemed to me a dreadful waste of time. When you put 60 teachers in a 
room, then you’ve wasted three teacher weeks in that one meeting. 
As a result, her teachers took on extra duties as they felt these worthwhile. Maria had strong faith in 
her staff, explaining: 
I was really lucky to be the principal of a wonderful school; a wonderful school where the 
teachers were a strong professional community. So they were engaged themselves; they 
liked learning; they were clever. 
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We had a higher proportion of kids with special needs, particularly the kids who might be 
Asperger’s or ASD [Autism Spectrum Disorder]. I think that was to do with the fact that 
teachers were just wonderful people and they would go the extra mile for students. But 
equally we had a lot for that part of the region, very clever kids. And so it was pretty natural 
that the teachers themselves had to be pretty clever too. 
Leading sustainable change  
This learning culture, a product of effective leadership, had earned the school a reputation of being 
a good school, successful at innovative practices such as co-operative teaching. As a result, many 
middle-class families enrolled their children in the school. Maria modelled her beliefs in her 
approach to learning: 
When you work in a big school the principal should always be seen really as a curriculum 
leader and they should absolutely know their stuff and they should model on-going 
professional learning. So when your literacy leader is leading the PD, the principal must be 
in the room and the principal must be seen to be listening and paying attention; not yawning 
and not marking other bits or ….  You know, they need to be engaged ’cause you are 
signalling to staff that this is key and it’s critical in your school. 
In constructing her identity Maria’s choice of language is political, steeped in the terminology of a 
leadership discourse that is both distributive and accepting of the responsibility for enhancing 
learning through quality teaching. The aspects of the principal’s role that have significance for 
achieving policy demands are stressed: the principal should always be seen really as curriculum 
leader; should absolutely know their stuff; should model on-going professional learning as are 
relationships: The literacy coordinator had the most wonderful interpersonal skills, teachers were 
just wonderful people; and activities: We ran professional development program one afternoon a 
week for an hour.  
 
According to Maria her school operated as a professional learning community displaying, as 
Hargreaves describes, “an ethos that infuses every single aspect of a school’s operation” affecting 
“how time is used, the grouping of students, the participation of all teachers on learning teams, and 
the use of technology to improve staff communication and collaboration” (Sparks, 2004, p. 47). The 
principal described her style of leadership in terms of the “five process goals” of Schniedewind’s 
(1987) guidelines for feminist pedagogies
46
. For this school, Literate Futures offered exciting 
possibilities for classroom practices and informed professional learning. Maria commented: 
The really big thing for Literate Futures is that it would have been the first time I think 
many teachers had actually been told how to do something and particularly teachers of Year 
6-7 and into the middle school… they had been reminded that they were teachers of literacy. 
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 Feminist pedagogies include: development of an atmosphere of mutual respect, trust, and community; shared 
leadership, co-operative structures, integration of cognitive and affective learning, and action 
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In this instance, her relationship with the institution was strong, as the reform supported her 
professional goals (they had been reminded they were teachers of literacy). 
Managing dissent  
The principal, like consultants and LDC co-ordinators, was also challenged by disengaged 
colleagues:  
I saw a lot of that in our cluster where we might be leading discussion around something 
and you’d be confronted with conversation with somebody that sort of says something like, 
“Oh well, this is just another flavour of ice-cream and it’ll be gone next week.” And a little 
part of you is almost enraged by that and you kind of think, “Oh, you idiot! You know, like 
it’s not. Focus. It’s important.” But there’s something about big systems that doesn’t 
address those sorts of issues I think. 
Maria chose strong language of judgment (you idiot) and affect (confronted, enraged) to convey her 
disgust at the attitude displayed. Although angered by such nonchalance, Maria engaged strategies 
demanding emotion work on her part to manage staff, making it difficult for dissenters and resisters 
to maintain their stance. She confided: 
The secret to that, if there is one, is close professional supervision. And I think somehow 
that’s gone missing in the system. Good schools have got good quality professional 
supervision; Deputy Principals, heads of curriculum are active. They are inside classrooms; 
they are meeting with teachers. They are not getting caught up with administrivia and filling 
in bits of paper. But I think a lot of schools somehow that professional supervision slipped 
somewhere… 
Maria was confident in, and empowered by her role as leader of learning, even though she felt that 
the department had relinquished responsibility for the quality of education provided: That’s gone 
missing in the system. Under the influence of self-management accompanied by greater 
accountability measures, principals have less time to attend to issues of teaching and learning 
(Blackmore, 1999b), yet leadership theory confirms the need for them to be active participants in 
this crucial aspect of school operations.  
Case narrative 4―Acting District Director 
Maria, confident with the literacy leadership practices in her school, took up an Acting District 
Director role in regional Queensland. This provided her with the opportunity to become familiar 
with the bigger picture of school leadership and to understand future directions for schools within 
the system. The focus on literacy led to demands from within the bureaucracy to know which 
schools were doing well and which were not:  
What was scary at that time is this notion that some schools are good schools and other 
schools are not good schools and that the principal of a good school is automatically a 
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good principal and the principal of a not-so-good school is automatically not such a 
good principal…  
We were asked to give our view on the five best and the five worst and it was related to 
literacy. And again I thought, “How could you possibly answer a question like that?” 
And then I saw the system data that, when they had a conference of Executive Directors 
and people came together, they were using enrolment rates; so whether a school was 
declining in enrolments or increasing; they were using scores of course from the Year 3, 
5, 7 tests; they were using school and staff opinion data. And so the five worst … was no 
surprise; they were far-flung, they were small, they were not in good areas; there was 
transience of the students… you could bet that the staff had been there not more than 
one or two years and that the principal probably had been a principal for one or two 
years. And then, of course the reverse. The five that were deemed strongest were down 
town; they had highly entrenched staff; principals who were very close to retirement; 
very strong gatekeepers would have been my estimate of them. 
This account, demonstrating that a correlation between school leadership and student outcomes was 
sought, failed to consider the inequalities resulting from the differing social, political, and economic 
contexts in which the schools were situated. Not one of the common features of effective schools 
identified from large scale qualitative studies—strong leadership with a curriculum focus, clear 
goals and high expectations of staff and students, an emphasis on quality teaching and learning, a 
supportive school environment, a culture of monitoring and evaluation, and parental involvement 
and support (Hayes, et al., 2006, p. 180)—was addressed. As District Director, Maria observed that 
the principals of small schools (up to Band 8) who were getting better data were women and that 
they were getting it for good reason; they were curriculum leaders in their school and they cared 
about how literacy was taught and they knew what their teachers were doing. 
Career considerations 
Maria chose not to apply for promotion to the position of Executive Director. Her sensitivity to the 
power of the institutionalised patriarchal order in maintaining the status quo was a determining 
factor, as she explained: 
Quite often the men were more involved with the plumbing and the facilities; management 
issues. It’s one of the reasons I didn’t take the job on interestingly, as Executive Director. 
After I’d done the cup of tea in each school, because I thought that it was my job to do that, 
I thought, “Gosh, if you come back again you’d have to have a very different conversation 
and, in these remote country towns where they’ve been there 20 years and they know that 
the Executive Director before you is gone, and really, they’ll just wait you out. You kind of 
think, “What would the next conversation be and how would you start to have meaningful 
conversations with those principals, particularly if their data’s good?” 
 
Her language constructs anticipated relationships between herself as District Director and male 
principals that promise to be unrewarding and not collaborative. Her awareness of the power of a 
managerial masculinity amongst principals: they’ll just wait you out, underpins her view that it 
would be almost impossible to convince them of the need to change current practices. Under 
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neoliberalism, the rise of managerialism alienated those who upheld feminist values of scholarship 
and merit (Theobald, 2006). The professional and committed teacher, guided by a moral 
responsibility for educating her students, was the ‘other’ (de Beauvoir, 1949). Stone asserts that 
“She is always other in a hegemonic order that is hierarchical and patriarchal and built on control 
and domination” (1988, p. 225).  
Case narrative 5―Secondary principal (Beth) 
In this reform the principal’s commitment to literacy was essential, as the principal set the 
expectations for teachers. However, because managerial discourse prioritised administration over 
pedagogical knowledge (Blackmore, 1999b), not all principals saw literacy as their work. For Beth, 
new to her region and responsible for establishing a new school, literacy was not identified as a high 
priority: At that time I was probably one of the secondary principals who read it and thought, ‘Yes, 
that’s fine but it’s someone else’s job’. Although schools received numerous support documents, 
there was no consistent process for ensuring all school leaders understood the message. Beth 
thought it was probably just through district office meetings and through the information that came 
out to the school that she learned about it. She further commented:  
I don’t necessarily think that the significance of Literate Futures was spelled out at the 
time… for secondary schools it probably didn’t receive the importance or priority that it 
should have… there wasn’t a lot of accountability in terms of what I was required to do. 
And I think, you do what you think you can do, based on… some knowledge base to manage, 
and I certainly wasn’t confident in my knowledge of literacy. 
 
Beth revealed that, because she did not fully grasp the sign systems and knowledge associated with 
Literate Futures, it was not a priority for her.  
Managing teachers  
The organisational structure of secondary schools, traditionally in curriculum area departments led 
by a Head of Department (HoD), made addressing literacy as a key educational issue problematic. 
In secondary schools, the misunderstanding that literacy was the work of English and Learning 
Support teachers prevailed. Also, the focus on literacy had emerged from research in a field not 
familiar to secondary schools. Beth commented: 
So I think it’s an issue for secondary schools. I think Literate Futures frightened a lot of 
people … they just didn’t have the knowledge base to be able to know what was required 
and I think for lots of people it’s too hard… . So you’re dumped in a situation where you 
have these really diverse groups of kids who can’t read and can’t comprehend and… if 
you’ve got two thirds of them in your class as some of ours are, that are below 
chronological age, I think it’s easier just to pretend they’re not there…. 
Her choice of language about teachers (frightened, too hard, dumped, pretend they’re not there) and 
teachers’ perceptions of students (really diverse groups of kids, two thirds of them in your class… 
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are below chronological age, can’t read, can’t comprehend) are negative evaluations of teachers 
and students. This deficit view, fuelled by a data driven managerial discourse, had overtaken school 
leadership and was at odds with research demonstrating the power of distributive leadership through 
professional learning communities (Talbert & McLaughlin, 2001). The paradox, Blackmore (1999b, 
p. 208) explained, is that “the leadership literature stresses teaching, learning, and people 
management in learning organisations, yet self-managing schools prioritise entrepreneurship, 
financial management, and ‘strong’, if not authoritarian, leadership”. This latter style of leadership, 
based on a hierarchical structure, allowed the responsibility to be devolved; resulting in a culture of 
blame, deficit, and negativity. This was a dilemma for leadership, as evidenced by Beth’s concern 
for the feelings of those in middle-management: 
I’m quite serious about HoDs47 being frightened, HoDs, deputies, principals being 
frightened to go into a classroom and to look at what’s happening. I really think it’s 
powerful stuff, but … you only need one person to jump up and down and say you can’t do 
that and go to the union, and then you’ve got a big union issue. 
The principal’s words reveal tension between staff and administration existed. One effect of the 
shift to self-management identified by Blackmore (1999b, p. 153) was that “many principals saw 
the increasing adversarial relationship between principals and teachers as undermining collegiality, 
encouraging unnecessary conflict between principal and teachers, and producing a competitive 
environment antithetic to effective change and innovation”. This was evident in the readiness of 
teachers to go to the union whenever they felt their rights infringed. In their Victorian study on the 
effects of centrally imposed change, Bishop and Mulford (1999, p. 182) found “that where teachers 
perceive their key interests are threatened by principals, trust in the principal becomes qualified, 
teacher alienation is increased and heightened strategies of resistance are activated”. Thus the 
micropolitics of secondary schools presented a significant problem for principals. 
Beth’s view was that teachers are ultimately responsible for student learning and, because the 
system was poor at managing teachers, it would be her duty to demand action; she could not rely on 
middle-management. 
I have an issue with the accountability of teachers. ... I don’t think people in middle-
management positions are confident and/or competent to have those [interventionist] 
discussions… I look at where our kids are at, it’s bleeding obvious to see that we’ve got to 
do something about literacy. So I think there’s got to be a reason for change and I still don’t 
believe all teachers will come on board in terms of seeing that reason for changing; and if 
that means we’ve got to beat them round the head to make them do it, even though they 
might not philosophically believe in it, so be it. 
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The challenging context brought about by conflicting discourses of leadership within secondary 
schools created a divisive political context. Beth’s frustration, expressed through emotive language 
(I have an issue; bleeding obvious; beat them round the head) derived from her awareness of the 
politics of addressing “what was” and “the way things ought to be” (Gee, 1999a, p. 12). Guided by 
the management approach at the time, Beth took a tough and decisive stance, but her language 
revealed awareness of the human costs to staff in order to meet the demands of the bureaucracy. Her 
attempts to “download responsibility”: Unless people further down the line in terms of the middle-
management structure have got the skills, I don’t think anything happens; and at “outsourcing or 
casualizing core work” (Blackmore & Sachs, 2007, p. 10) did not produce the desired results. The 
problem was not funding: We’ve had significant amounts of that [LESPSS money48] over the years 
and we’ve been able to employ people to help us and again, there’s not the people out there with 
that specific expertise to be able to bring them in to do what you need to do. The problem stemmed 
from the hierarchically structured leadership practices encouraged through the Department that did 
not allow space for “bottom-up” initiatives derived from the teachers’ work with the student 
community. 
 
Beth expressed uncertainty about the efficacy of the selection process for middle-management 
positions to draw out the knowledge required to ensure a strong literacy focus. Her concern for the 
students was palpable as she reflected on her role in appointing middle-management: 
I sort of regret that kids have left here without being literate. … I think the saving grace for 
us is that I don’t think the kids necessarily know at the time when they leave that that’s the 
big issue it’s going to be for the rest of their lives.  I think that’s a regret...I think it’s the 
people you choose in jobs that you can’t drill down to, “What’s your beliefs in literacy?” ... 
I guess you can, but you’re never going to have anybody who can answer the question … I 
think … in a high school, that base knowledge is always going to be a problem. 
 
Concerns that the role ambiguity of HoDs is a cause of stress have been raised by Gurr (2003) who 
considers it disturbing that most HoDs develop their leadership style in a random way through 
informal, interpersonal processes that depend totally on the context of the school. Beth’s frustration, 
primarily a result of the huge task of establishing a secondary school with a middle school structure 
and transdisciplinary approach to curriculum in a low socio-economic community at a time of 
change when multiple reforms were raining down on schools, was compounded by the limited 
literacy knowledge base of middle-management. 
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Accountability 
From this principal’s perspective, secondary schools faced significant issues that stemmed from the 
complexity of the task. It was her belief that you’ve got to have someone, or a couple of people who 
have that as a passion for there to be any significant change. Much of the anger and frustration 
came from the lack of direction for secondary principals to manage change of this nature within a 
complex institution. Beth was familiar with approaches adopted in other schools but was not 
convinced that they achieved the required goals. Beth commented: 
Some schools I know go out and bring in consultants and work with a university or whatever 
and I think that might be good in the short term. I’m not convinced it makes any difference 
in the long term. And then you get others like… who went out and did a whole lot of work 
and won national awards and then the new principal comes in and it went out the window. 
Beth identified lack of knowledge about, and understanding of how to teach literacy; the ability of 
students, teacher training, teacher professionalism and commitment, middle-management, and 
accountability at all levels in the secondary school hierarchy as factors contributing to the literacy 
problem principals faced.  
 
The resulting fear, that residualisation would occur, led to her acceptance that coercion and control 
were the most effective means of bringing about change:  
Unless you accept that there’s a problem and publicly recognise there’s a problem, there’s 
not going to be any change…The issue for us is continued residualisation, and we can’t 
afford to allow that to happen because once you get into that cycle, you can’t stop it.  
 
There is a fear of shaming at leading a school headed towards residualisation. Beth felt that she was 
not the only secondary principal facing a seemingly impossible task and that many others would be 
facing similar issues. Her experiences of leadership through a period of continuous change led her 
to observe that:  
it leaves a sour taste in the mouths of those who do all the work when you try and say well 
this is a priority now … some people are a bit over being told that this is a priority and 
knowing that nothing’s going to happen.  
 
Another issue was that directives from within the Department appeared to contradict policy, adding 
another layer of complexity to an already impossible list of priorities. Conflicting agendas resulted 
in frustration:  
But then you get stuff coming out in writing to say that all professional development after 
school must be voluntary, so if your priority is teaching and learning in the classroom and 
then you get that coming out … as part of an improvement to a workplace reform, you know, 
what message does that send? 
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Beth expressed further frustration with departmental advice, commenting that: All this crap that you 
get about dispersed leadership… I don’t think it works very often at all. Well, I haven’t seen it work 
really effectively in a big school. Blackmore (2013a, p. 143) argues that distributive leadership is 
problematic when it “demands alignment between the individual and the school” as the focus on 
“student characteristics and socio-economic backgrounds of individual families” fails to take 
education policy into account. Women leading schools in complex communities face real dilemmas 
in addressing the multiple and complex agendas associated with their work. The challenges 
associated with moving secondary schools towards learning communities, as promoted by research 
literature, has been experienced in many contexts, leading school improvement researchers (Fullan, 
1996, 2000a, 2000b; Fullan, et al., 2006; Hargreaves, 2003; Hargreaves & Fullan, 2000) to the 
conclusion that departmentalisation and balkanisation are powerful inhibiting factors to reforming 
secondary schools. Reports of reforms in similar contexts in Canada and the USA (Lieberman & 
Miller, 2001; Lofty, 2006; Noddings, 2007; Talbert & McLaughlin, 2001) confirm the complexity 
of leading change, particularly in secondary contexts.  
 
Blackmore (2010d, p. 642) has described effective leadership as relational, “people intensive work”, 
that involves fear of failure (continued residualisation) and the pain and grief associated with 
ethical dilemmas (we’ve got to do something about literacy) confronted on a daily basis. These 
emotions, evident in the language constructing the principal’s identity as a responsible and caring 
leader, reveal the conflict stemming from her desire for social justice and the new demands of 
management. Under changes to management, deeply held beliefs were no longer guiding Beth’s 
approach: 
Literacy needed to be a key focus in terms of addressing some of those social justice issues 
and that might have been an ethical and a moral way to go in the early days but I think that 
certainly changed to a straight numbers driven perspective now. 
Such struggles over the interpretation and enactment of policies (Ball, 2006, p. 49) add to the 
intensity of the intellectual and emotion work of leadership. The move to self-managing schools 
that has given principals more choice has also increased responsibility for outputs of education: We 
had to have syllabus documents, we had to have a work program and you know, you had to have a 
policy on this, that, and everything else, and from an operational point of view. A significant 
problem in education is that managerialism is “about reengineering education in ‘hard-line’ ways, 
promoting images of being tough, entrepreneurial, and decisive, sidelining the human costs, and 
utilising demoralising and dehumanising strategies of downloading responsibility” (Blackmore & 
Sachs, 2007, p. 10). This was the context in which an increasing number of women were taking up 
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principalships, and often in the most challenging of contexts (M. Mills & Niesche, 2014; Niesche & 
Haase, 2012).  
Beth was very open in admitting that responding to bureaucratic demands to improve literacy was 
an issue and that she did not feel she had the means to address the problem, given that the school 
was new, student achievement low, and many secondary teachers resistant to the view that literacy 
was their responsibility. She reflected: 
I think lack of knowledge. For me, lack of support in terms of knowing what was the best 
way to go about it. I don’t necessarily think lack of dollars is an issue. I think it’s just not 
knowing and not knowing how to go about it, so you tend to hide it on the shelf and pretend 
it’s not there.  
The guidelines for those leading the process in Queensland’s secondary schools did not address 
many significant issues nor was the emotion work involved taken into account. The absence of 
support for secondary schools, especially new schools and schools serving communities where 
poverty and cultural diversity create challenging dynamics, confirms that leadership to achieve 
improved literacy outcomes for at risk students, is “theoretically underdone in policy” (Blackmore, 
2013a, p. 140). 
Case narrative 6―Private consultant (Louise) 
Louise made the decision to take up consultancy following her writing work with the development 
of the Literate Futures resources. Satisfaction came from building relationships with LDC co-
ordinators and teachers through a focus on pedagogy:  
And one of the really interesting things was that we saw people… build and grow and get 
excited all over Queensland, from the LDC co-ordinators to the people that worked in with 
them…. and you saw people come alive and change and career-wise, blossom; and their 
building self-esteem and self-concept and so forth and passion about teaching. 
From her experience with the writing team Louise was able to make connections between the 
approach to professional development enabled through the LDCs and the impact on teachers (build 
and grow and get excited all over Queensland; career-wise, blossom; building self-esteem; passion 
about teaching). Her knowledge from first-hand experience of the success of approaches adopted 
resulted in a career change: I suddenly realised I wanted to get back to the professional development 
… and moved into professional development as my own business. 
The work 
The move from writer to consultant provided insights into the operations of the LDCs and the 
advantages these offered: 
We were often employed by LDCs to do work with teachers… we could actually see how it 
was going… after the LDCs folded we worked with some of the schools that hadn’t had an 
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LDC and you saw how far away from the whole thing they were and you realised that there 
were places where it worked brilliantly, which was mainly in the satellite of the LDC…and 
once the LDCs folded it all fell apart…  
The intent of Literate Futures was to establish localised and sustainable learning communities. The 
significance of the work done by the LDCs is stressed (places where it worked brilliantly), 
highlighting the distance between those who had accessed a LDC and those who had not (how far 
away from the whole thing they were). Although there were many instances where improvement 
was achieved by a strong leader, the consultant could cite evidence of schools where the work done 
continued after the principal left: 
[School] was a nice example of a school that … did great things after Literate Futures. And 
they have a new principal who’s continued it on. …the principal… who instigated a lot of 
that work,… went on sick leave and the school had a series of acting principals, … nearly 
two years… The amazing thing is that school didn’t suffer because the principal … had 
worked so well with that team, and built up such a great cohesive staff, that even though 
some of those teachers left and others came in, that school survived and now they’re doing 
really great things again. 
Reports such as this demonstrate the significance of relationships in achieving the type of change 
necessary (built up such a great cohesive staff) to sustain improvement in student learning 
outcomes. To Louise, the LDCs were highly effective, but the co-ordinators were not given 
appropriate recognition:  
And this is one of the things that I think was really poor, with those LDC co-ordinators, look 
at the level they were operating, and they were paid as classroom teachers! Disgusting!  
Outrage at the failure to pay the co-ordinators at a level commensurate for the leadership work 
undertaken is expressed through imperatives (look at; Disgusting). Louise had first-hand experience 
of the destructiveness of this on teacher morale: 
The sad thing is for people like the young girl who was at …, none of that was recognised in 
terms of the next stage of their career; I know of at least one who is now teaching grade 1… 
and the other girl from … just threw everything into it; her whole life went into it, and came 
away so hurt. And she has never recovered from it; but that’s had huge personal impact on 
her, and I imagine there are people around the state like that. I’m sure she’s not alone... 
 
Her language makes connections between work, identity and recognition, revealing the cost of 
powerlessness resulting from feeling devalued and rejected (came away so hurt; never recovered 
from it; huge personal impact on her). Anger, alienation, and hopelessness were felt by such 
women who were the “‘losers’ in the educational game” (Boler, 1999, p. 3). Failing to recognise the 
expertise of women in terms of the next stage of their career is one of the ways in which patriarchy 
maintains men’s dominance over women (Connell & Messerschmidt, 2005).  
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Small and isolated schools 
Because of the number of schools in small and isolated communities in Queensland, consultants 
played a significant role in assisting teachers in those areas with the new demands of literacy. In 
these schools literacy data consistently show that students do not score as highly as students in 
larger communities, and the reasons for this are complex (Harding, McNamara, Tanton, Daly, & 
Yap, 2006). Staffing is one issue. The consultant reflected: 
We do a lot of work in remote communities and country communities…They have huge 
turnovers of staff; they get the most inexperienced staff, OR they have staff that married out 
there and have been there… for thirty years and haven’t had more than a day’s PD. And I 
don’t mean to be disrespectful but that’s the fact ….There are also teachers who went out 
there, got married, stayed there for thirty years, have done heaps of PD and are the 
lighthouses in their schools. And what’s more, they know their community, they are 
respected in their community, they have their rapport with their community... 
The politics of school staffing has led to a situation where such schools are dependent upon new 
graduates and those, predominantly women, who marry into the community and spend many years 
working in the local area. The professional commitment of the individual teacher was considered a 
critical factor affecting student learning, as teachers’ knowledge ranged from those who have been 
there… for thirty years and haven’t had more than a day’s PD, to those who have done heaps of 
PD and are the lighthouses in their schools. Many women in rural and remote education contribute 
significant social and cultural capital through their work (they know their community, they are 
respected in their community, they have their rapport with their community) so play important role 
in building public confidence and support. This commitment is a significant factors in school 
improvement (Elmore, 2003). 
 
Promotions 
Louise also identified the promotion system operating in Queensland as an inhibiting factor to long 
term improvement in these schools: 
But you also, unfortunately, have principals on fast-track. ‘I’m going to go out there; 
I’m going to do my three years, then I’ve got my points49, I can come back into …; so 
I’ve got to do something flashy’. So you have all these Christmas trees in schools out 
there…, they do something flashy and quick that looks good, gets their promotion, they 
build up their CV, they can talk well about it, they can demonstrate stuff. They go on and 
then the next person comes in. And they do their flashy thing, which is different to the 
last one...  
Her frustration, resulting from the lack of a long term commitment to a process for improvement, is 
expressed in the Christmas trees metaphor that makes connections between becoming ‘a star’ by 
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Schools across Queensland are ranked 1-10 according to factors such as isolation, Indigeneity etc. Transfer to a 
favourable location is influenced by points accrued. The most challenging locations have the highest points. 
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achieving professional success through promotion and short-term gimmicks (something flashy and 
quick that looks good) of doubtful long-term value to students’ education. It was her observation 
that seeking promotion was for some a higher priority than effective teaching, and that this led to 
practices that targeted career advancement rather than student learning. The lack of a satisfactory 
process of accountability for attending to policy demands led her to reflect:  
That’s a bureaucratic thing that is encouraged by the system; by the bureaucracy … 
because that’s a game. … that was an inhibitor… where good things had happened, they 
would suddenly stop and that in itself shows you that they weren’t happening well 
because whoever it was wasn’t operating in a cohesive team building way, they were 
operating as the star leader. There were different styles of leadership. 
 
For Louise, school leadership and teachers’ professional learning were critical factors in the success 
of her work in isolated and disadvantaged communities. Although research consistently confirms 
the importance of a focus on pedagogy in improving student outcomes, Blackmore argues that the 
school improvement and effectiveness movement of the 1990s was primarily informed by the 
management literature on human relations, cognitive psychology, and not that of critical pedagogy 
(2013a, p. 143); making education “a highly competitive game” (Blackmore, 2010c, p. 101). 
Louise’s frustration with a promotion system that failed to focus on the message systems of 
schooling—curriculum, pedagogy and assessment (Hayes, et al., 2006, p. 170)—influenced her 
opinion of school leadership (that’s a game) and its capacity to sustain improvement. Under these 
circumstances, consultancy demanded the emotion work of deep acting, “that is, making a 
conscious, intended try at altering feeling” (Hochschild, 1979, p. 560) as it involves behaving 
according to social guidelines.  
Case narrative 7―Private consultant (Jane) 
Prior to becoming a private consultant Jane worked as a teacher in a government school. Jane 
recalled: 
It wasn’t a low socio-economic school … picking up nearly 50% of the kids in the Net. ... We 
just didn’t have strong instructional approaches … it was quite hit and miss… I got right 
down to understanding the reading process, which to me is the three cueing systems. We 
certainly didn’t have a handle on that; we didn’t teach that way. … I got that from Marie 
Clay’s work, didn’t I? So once I got a handle on that it just made such a difference to my 
teaching and I still remember when we made such a difference down there… we got down as 
low as 17% of the kids caught in the Net. 
 
In 2000, following this success, her failure to secure a LDC role, and requests from other schools to 
access her skills, Jane resigned from Education Queensland to become a literacy consultant. From 
her 15 years as a classroom teacher Jane had identified a huge need for a focus on the teaching of 
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reading. Much of her work as a consultant included supporting LDC co-ordinators and school-based 
co-ordinators with reading pedagogy, principally derived from Marie Clay
50
 and Fountas and 
Pinnell
51
. 
Jane understood the importance of consistent messages for teachers and felt it important to work 
with the resources and curriculum in the schools:  
I made a concerted effort to know what it was that was expected in the teaching and 
learning of literacy. …I worked with those co-ordinators, I would train them to go back and 
do it in their schools. And if they were not expert enough, that’s how coaching came about 
because the principals would say, “I think you better come and do it with my whole staff.” 
… then I’d start to teach in classrooms…once I realised the value of coaching, and showing 
and demonstrating, then it just blossomed. 
 
The activities in which Jane engaged teachers addressed the absence of a shared language for the 
teaching of reading. This included the Four Resource model as a framework for achieving balance 
in reading instruction and drew on her knowledge of the instructional approaches derived from 
Reading Recovery to model effective practices. Jane’s identity was that of an expert to whom 
principals deferred: You better come and do it with my whole staff. Jane reflected: 
It was a real irony that I didn’t get one [LDC], but then the LDCs were asking me to train 
them…. I thought the LDC idea was good and had it been funded and permeated out even 
more and more…. They kind of started to move around a bit and that … could have worked. 
Resistance and rewards  
Even as a paid consultant, Jane encountered resistance: Back in those days … upper school teachers 
… I don’t get too many arms folded now but … they weren’t teaching anyone; they didn’t take it as 
their responsibility to teach the kids to read after Year 3. Engaging with the reading materials 
provided through Literate Futures, in particular Literate Futures: Reading (Anstey, 2002a), made 
teachers aware of the complexity of the reading process and of the new knowledge and 
understandings that needed to be applied within their classroom context. Her observation was that 
in those schools not connected [to a LDC], many received a teacher copy of Literate Futures and 
had a half hour chat at a staff meeting and it seemed to me that was it. Her experience was that 
some teachers thought reading the work of early years’ teachers (They didn’t take it as their 
responsibility to teach the kids to read after Year 3) and that they resented this change (arms folded)  
Many required guidance with the basics of teaching reading and found multiliteracies particularly 
complex: 
                                                 
50
 Marie Clay developed Reading Recovery as an approach to literacy intervention for student at risk in the early years 
51
 Fountas and Pinnell developed levelled texts and benchmarks for monitoring students’ reading development 
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That four resources framework …multiliteracies… student diversity, multimedia and critical 
literacy …they had enough trouble working with that… code breaker, a lot of teachers 
didn’t know how to teach it properly. …comprehension… the three levels of questioning 
…they’re struggling with it. … getting this quite difficult concept of multiliteracies to 
teachers who were struggling even just at a basic level... I can’t believe how low I have to 
go sometimes when I am working with them ... at administration level, they needed 
coaching. 
The significance of the need for teachers and administrators to engage in on-going learning about 
reading and literacy (teachers didn’t know how to teach it properly; struggling even just at a basic 
level; administration level, they needed coaching) is conveyed through her words. In schools where 
leadership valued this approach, the consultant was invited back for a week every year for the next 3 
or 4 years, … and the leaders kept it flowing. In her opinion the ones that have the most success are 
the ones that you can do … 8 days a year or something like that. You can keep going back.  
Skilling others 
Coaching/feedback models, focusing on classroom practice, engage with the emotional aspects of 
teaching and learning. In Jane’s experience it is very positive…they feel good about themselves 
because somebody’s there, to support [them]. Hargreaves (2003, p. 117) describes teaching as “not 
only an intellectual or cognitive practice of conveying knowledge or developing skills among 
students” but “also and always an emotional practice of engagement with learning, relationships 
with students and adults, and attachment to the purposes and the work that teaching achieves.” The 
process of improvement requires the sharing of expertise, which coaching supports. Jane had 
observed that a lot of schools are trying to implement mentoring in their own schools, but… you 
can’t mentor anybody if you don’t have the expertise. Her career as an independent consultant 
flourished, and has become a business employing others. Her final words on the teaching of reading 
convey confidence in the future of consultancy: And honestly it wouldn’t be a problem if they could 
get it right at the universities. I think I would run out of work. But they don’t … which is nice for my 
consultancy, isn’t it? However, by using consultants in this way principals could avoid addressing 
the bigger picture of a whole-school plan. The focus on a shared understanding that could lead to 
some uniformity in practice becomes implicit rather than a strategic goal. 
Reflection  
The case narratives are extracts from the recollections of women who undertook significant roles in 
the implementation of Literate Futures in schools, but who were denied a voice in the policy 
process. The recurring themes and motifs in these case narratives were not the dominant discourses 
of reform; their silencing sanctioned by the naturalised discourses of strategic masculinism 
(Blackmore, 1999b, p. 24) embedded in bureaucracy. The approach to leadership of the professional 
  
171 
 
learning required by Literate Futures was premised on teacher professionalism; it was underpinned 
by ethical and interpersonal processes such as those identified as feminist pedagogies 
(Schniedewind, 1987). However, such approaches that upheld “an ethic of caring” in teacher 
learning (Noddings, 1988) appeared to be incompatible with masculinist approaches to leadership 
that were emerging in education. As a result, in this context, the focus on classroom practice 
premised on relationship building constituted a dilemma for patriarchy. 
 
At the ground level of Literate Futures implementation, the task of mobilising the hearts and minds 
of those responsible for student outcomes, whether at the classroom, school, or district level, was 
emotionally demanding work. The stories of these women reveal that all roles involved an emotion 
management perspective; all had to work at keeping positive relations in the face of adversity and 
all had to manage difficult situations. The work required leadership, teamwork, and collaboration in 
which the elements of feminist pedagogies (Boler, 1999; Schniedewind, 1987) were embedded. For 
those employed by the government, feelings of frustration and anger, even rage, derived 
predominantly from the failure of systemic leadership to appreciate and recognise the complexity of 
the work involved and the effect of engaging with reform work on women’s careers.  
 
Leadership in this reform required not only extensive and new knowledge but also the disposition to 
build trust and sustain positive relationships in order to change practice in response to the socio-
cultural understandings promoted through Literate Futures. It was, like any system-wide 
improvement, a complex task that was made more difficult because of the increasing politicisation 
of the role (Niesche, 2013, 2014). Citing the 1998 research of Elmore and Burney in New York, 
Fullan (2000b, p. 8), stressed that improving student data is about instruction, and only instruction, 
and that instructional improvement is a long, multistage process involving awareness, planning, 
implementation, and reflection. Shared expertise and emotion work are the drivers of instructional 
change; with collegiality, caring, and respect, critical factors.  
 
The discourses of reception revealed significant gaps and weaknesses in the Education 
Department’s approach to creating and managing a sustainable process for improving literacy 
outcomes for all students. The Department’s failure to draw from the findings of successful reforms 
to provide an achievable goal meant that not all leaders had a clear understanding of what had to be 
done, timelines were far too short, and resources not utilised. Promotion processes, primarily 
concerned with management, also failed to ensure that principals were, or became, leaders in 
curriculum and pedagogy knowledge. Ultimately the bureaucracy left committed and professional 
people, predominantly women such as the LDC co-ordinators and well-informed consultants, to 
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support school leaders in dealing with the complex and enduring social and educational issues in the 
state’s most disadvantaged and isolated communities.  
 
It is also evident that the managerial discourse informing school leadership was not able to 
accommodate the demands of the reform. Noddings (2007, p. 22) argues that managerialism has 
created confusion in schools by blurring the meanings of terms such as accountability, leadership, 
and equality within educational contexts. The ambiguity and uncertainty of performance-based 
accountability has led to frustration and stress for school leaders, evident in the reflections of the 
secondary principal establishing a new school in a disadvantaged community. Others have had 
similar experiences. As Blackmore confirms: 
In this context, principals struggled, particularly those in disadvantaged schools, with 
competing demands between, on the one hand, their passion for leading and teaching to 
effect more equitable and socially just public schooling in ways that addressed the needs of 
all their students and, on the other, the necessity to adhere to the new performativities 
required by markets and management for their schools survival (2004a, p. 441). 
 
The lack of a career path valuing professional knowledge can be considered a fundamental 
weakness in attempts to improve the literacy outcomes of schooling. Feminists have long argued for 
a new set of rules for framing the work of men and women, making it legitimate for women to 
derive the same kinds of feelings about their work as men do (Hochschild, 1979). To achieve equity 
in rapidly changing global economies, Fraser (2008d, p. 15) argues that new rules for world justice 
must now be sought in terms of questions such as: What constitutes equal respect, which kinds of 
differences merit public recognition, and by what means? Hochschild (1979, p. 567) argues that “a 
woman can now as legitimately (as a man) become angry (rather than simply upset or disappointed) 
over abuses at work, since her heart is supposed to be in that work and she has the right to hope, as 
much as a man would, for advancement”. The value of expert knowledge and practice derived from 
intellectual and practical pursuits deserves recognition and privilege. To deny this is a form of 
misrepresentation as the system has failed to ensure that all its members have “parity of 
participation” (Fraser, 2008c, 2013b). 
 
It is also evident that competent women chose not to take up opportunities for high level leadership 
positions and that the reasons were associated with the pervasiveness of hegemonic masculinities 
that naturalised behaviours that oppressed and marginalised women. Anger and grief were felt by 
those who, having worked extensively with colleagues to develop understandings and refine 
practices for sustainable improvement in literacy, found themselves ignored and overridden when 
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those in senior positions endorsed debatable practices in an effort to meet the demands of national 
testing in literacy. This is symbolic violence and in this way systems avoid the difficult work that 
school improvement requires. As Blackmore (2004a, p. 456) warns, “unless systems understand the 
complexity of educational change, the emotional economies at work and the centrality of teachers 
as leaders and what motivates them to do well, then structural and pedagogical reform will again 
fail”. 
 
Postscript 
In follow-up conversations with participants who continue to work in government schools it is 
evident that restrictive and discriminatory practices are not confined to the central bureaucracy but 
extended across the department. Liza, a regional participant, commented: 
Leadership roles are offered to men more than women on a regular basis in our region. I 
know of a couple who moved from interstate; both had been principals in schools in that 
state. The male has been offered a number of leadership roles as principal or deputy. The 
female has been offered none – she applied for and is now one of our coaches of explicit 
teaching. Need I say more? Our system employs more females than males and yet most of 
those in senior leadership positions are male. 
 
For feminists, this is a disappointing and threatening revelation, indicating that the gains of 
feminism are easily lost, as Fraser (2009) warned, and that a sustained focus on equity is required if 
women are ever to achieve equal representation, even in highly feminised fields such as education.  
 
It is a tragedy
52
 that the saddest stories have come from country towns and schools in low socio-
economic, rural, and remote areas. Schools in these areas present some of the most challenging data 
and it was for those that this reform had much to offer. The Acting District Director, LDC co-
ordinators, and consultants who worked in regional Queensland consistently identified that 
leadership issues contributed to the poorer data associated with these schools; yet leadership was 
not prioritised in the management of the reform. For the LDC co-ordinators, women whose careers 
were confined to these communities, there was immense frustration with a system that rewarded 
and encouraged those who were seen to make a difference in a short time, either through promotion 
or invited in to bring about change. One LDC coordinator now finds that: 
 
Principals are told that they need to be curriculum leaders, yet I know of only a few who have 
any knowledge of curriculum. The measure of a ‘good’ principal seems to be the school’s 
                                                 
52
 I have used the dramatic term ‘tragedy’ to stress how the human element was ignored in bureaucratic decision 
making. Even though the potential offered through LDCs to bring about sustainable literacy improvement in rural and 
remote communities was embraced and acted upon in some regions, this was not recognised. Participants in this study 
were aware of the destructive emotional impact the closure of LDCs had on those who had committed to the ideals of 
Literate Futures.  
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NAPLAN results and we buy in consultants who were principals who improved their school’s 
NAPLAN results – even if these schools were in totally different contexts to ours. These 
consultants then spend their time telling us that we must drill and skill our kids – mostly in code 
breaking and using commercial programs which they say will give us consistency across the 
school. The regional leaders then go out and crack the whip, so to speak, at the principals to 
ensure that they are implementing what the consultant has recommended. 
 
In some of our schools results have improved but I think it is more to do with the fact that 
principals are overseeing the teachers’ work and taking some accountability than it is to do 
with the quality of teaching. After all, if teachers were doing nothing before, and this is true in 
many of our more isolated community schools, and now they are doing something, then of 
course results will improve. Interestingly, what is happening now is that the results are now 
plateauing, as I predicted, because they are only teaching basic skills, not a rich and deep 
curriculum. As an example, one particular consultant, male from interstate… insisted that kids 
needed to be drilled in the generic structure of a persuasive essay for writing in NAPLAN. This 
resulted in the good writers being held back and we lost lots of marks for producing uninspiring 
texts.  
 
Yet this man continues to spread the same message. As an aside he also says that we don’t need 
to worry about teaching comprehension or knowledge of texts, we just need the kids to be able 
to decode the words and comprehension will come on its own. We just stop every couple of 
sentences and ask ‘What does that mean?’ and that’s the comprehension. Can you believe 
this??!! The even sadder part is that our regional leaders, men of course, believe him and I 
have all sorts of struggles to convince them otherwise! 
 
This account of current practices demonstrates the persistence of gendered beliefs and practices. 
There is an unspoken assumption that a male principal from interstate knows more about teaching 
literacy to students from isolated Indigenous communities than the local teachers, the majority of 
whom were women. Of more concern is that district leaders, driven by pressure for improved data 
and unaware of how to go about achieving this, enforce dubious practices on schools. The anger felt 
by the interviewee derived from her awareness that her long term contribution of high quality 
professional development built upon deep knowledge of effective literacy practices has been over-
ridden by vastly inferior practices on the basis of gender. Emotionally, this is very stressful for her, 
demonstrating that “the denigration of emotion and women is what enables reason and masculine 
intellectual mastery to appear as the winner in the contest for truth” (Boler, 1999, p. xvi).  
 
Conclusion 
In this region the passing of time has not resulted in any significant improvement in addressing 
diversity or in the management of approaches to literacy leadership by principals and system 
leaders. The re-emergence and acceptance of old and ineffective practices is evidence that the 
hierarchy continuing to control education is unable and/or unwilling to confront the conflict arising 
at the nexus of knowledge and positional power. The reality is that there continues to be no need to 
address this as the established gender hierarchy, reinvigorated by the move from the welfare state to 
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post-welfarism (Fraser, 2009), will continue to protect dominant masculinities. Likewise, the re-
conceptualisation of equity as choice and agency further removes responsibility for addressing 
diversity and social justice from government bodies (Bacchi, 1999). Blame for poor results will 
continue to be laid with teachers, most of whom are women, and their students.  
 
Palpable anger accompanied this account of how the ignorance of leadership allowed a consultant to 
promote unsophisticated practices that ultimately impacted negatively on students’ work and school 
data. In not accepting this form of intervention Liza had two choices: she could remain silent or she 
could attempt to express her concerns knowing that any negative comments would be 
psychologized, construed as evidence of her weakness. Women such as Liza, sensitive to the 
intricate synergies existing between emotions and gender politics in education, progress reform 
through their capacity to negotiate the complex emotional terrain accompanying change. Liza’s 
account of this event confirms that emotions are integral to teaching and learning, that emotions are 
a mode of resistance to the imposition of authority (Boler, 1999), and that anger and a desire for 
social justice are major motivators in changing practice. 
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Chapter 8: The equity myth: A feminist reading of literacy reform 
Education aims in part to help us understand our values and priorities, how we have come 
to believe what we do, and how we can define ethical ways of living with others. Emotions 
function in part as moral and ethical evaluations; they give us information about what we 
care about and why. Thus a primary and underexplored source for this transformation and 
resistance is our emotional experience as it informs both our cognitive and moral 
perceptions. (Boler, 1999, p. xviii). 
 
The price of silence is paid in the hard currency of human suffering (Bauman, 1998a, p. 5). 
 
In this study I have focused on emotions associated with leadership work in a major education 
reform initiated and implemented through the Education Department in Queensland. The study 
captured a period in time when the social democratic ideology that had informed literacy education 
policy in previous decades was surrendering to the forces of neoliberalism. My study found that the 
processes associated with the Literate Futures reform were emotionally demanding for those 
committed to equity as an outcome of education; for Luke, as the face of the reform, and for the 
women who worked in difficult and frequently unrewarding contexts to bring about the reform. 
Many paid a high price for their commitment.  
 
The study revealed that, because of difficulties with the implementation process, the progressive 
research-based understandings of literacy that were informing Literate Futures were frequently 
misunderstood, ignored, or subverted. As influential policy advocates within the bureaucracy 
adopted the neoliberal discourses privileging data, performance, and accountability, the opportunity 
for significant change, driven by a social justice ethic, was lost. The deployment of neoliberal 
discourses also re-invigorated androcentric leadership within the central bureaucracy and 
naturalised hierarchical practices of power that denied parity of participation to women with 
classroom expertise. In the absence of a clear and supported implementation process across the 
State, these discriminatory practices were repeated in the regions, ultimately resulting in frustration, 
anger and cynicism, and the loss of expertise as leaders moved out of the State’s education system. 
 
Building on Boler’s argument that emotions are social constructs, this research demonstrated that 
the emotions associated with literacy leadership constituted indicators of injustice through the three 
perspectives on justice identified by Fraser as (mis)recognition, (mal)distribution and 
(mis)representation. This would suggest that greater understanding of the emotion work required by 
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education reform is urgently needed so that future improvements can be achieved without fallout of 
the kind identified in this study. In this chapter I review the empirical, theoretical, and 
methodological findings and implications of the research, consider the limitations of the study, and 
close with possibilities for further research.  
 
Findings and implications 
As a study in the field of policy sociology, Literate Futures provided a unique context for 
investigating the social dynamics of education reform initiated and led from within a government 
department. It is evident that political pressure in response to economically driven fears led to a 
perceived need for urgent literacy reform. In responding to this, the gendered nature of deeply held 
beliefs that informed the practices of the education bureaucracy were exposed through a strong 
return to the androcentric and historically constructed precedent discussed in Chapter 2. From a 
feminist perspective, this demonstrates an urgent need for vigilance and action. Thus this thesis 
analyses the silenced stories of injustice experienced through the reform process. The themes 
explored, derived from the case narratives selected from reflections captured in interviews included: 
 Changing times: increasing demands of education 
 Emotion work of leading and managing change 
 Women in education: their work, its value, exploitation and recognition 
 Professional knowledge: leadership and professional development 
 Social/institutional knowledge: demands and responsibilities  
 Discrimination: gender, race  
 Careers: Who benefits? Who loses out? 
 
Changing times: Increasing demands of education 
The initial intent of education reform in Queensland at the dawn of the new millennium was 
strongly influenced by moral and ethical principles of social justice, evident in guiding documents 
such as the QSRLS
53
 (Queensland Government, 2001) and QSE-2010
54
 (Queensland Government, 
1999). The belief in the value of research led Terry Moran, the Director General of Education at the 
time, to appoint Professor Allan Luke to a position which enabled Queensland’s education to be 
guided by an academic with extensive experience in literacy research and first-hand experience of 
the challenges associated with cultural difference. Many had faith in Luke; he was a dynamic and 
informed educator with a capacity to inspire teachers and school leaders alike. Those who were 
passionate about social justice and understood the complexity of reading failure welcomed the 
                                                 
53
  QSRLS: Queensland School Reform longitudinal Study 
54
 QSE-2010: Queensland State Education 2010 project set out the direction for education for the decade 2000-2010 
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direction taken in the reform. Disappointment ensued however, for after Luke left the initiative 
floundered.  
 
The intent of Literate Futures, to prepare Queensland students for the knowledge economies of the 
twenty-first century, was politically and economically driven. However, in seeking to improve 
student outcomes through understandings of literacy in terms of a social practice in which the 
knowledge/power concept was foregrounded, opposition mounted, as this was in itself, a political 
move. Luke and Freebody (1997) argued that:  
Instructional approaches that focus principally on the description of linguistic technologies 
of texts and cognitive architectures for the construction and processing of texts run the risk 
of mirroring or reproducing these socio-cultural restrictions and constraints rather than 
elucidating them and transforming them (p. 4). 
From their perspective, improvement required a move away from traditional approaches to reading 
that were psychologically based, technically discriminatory on the grounds of class, to a focus on 
the practices required in the new workforces of knowledge economies. As this was targeting all 
students in all classrooms across the state, all teachers had a part to play in literacy learning. 
 
Under Luke and Freebody’s leadership literacy reform had a dual purpose. Firstly, it was to provide 
a way of working towards overcoming educational disadvantage stemming from socio-economic 
factors; and secondly, a means of strengthening alignment between education and work. Literate 
Futures, guided by the question: What kinds of literate practices, for whom, fitted for what kinds of 
social and economic formations can and should be sanctioned through teaching? (A. Luke & 
Freebody, 1997, p. 2) targeted classroom practice within a whole-school approach. This was a 
complex task further compounded for secondary schools by changes requiring students to stay 
within the education system for longer periods. At the time Luke argued that “we have a secondary 
school system which is training people for an economy that does not exist anymore” (2001, p. 8). 
Many in secondary schools recognised that change was required and, in the absence of fully 
understanding the intent and processes involved, resorted to pull-out programs that were 
implemented by one or two members of staff and so reinforced deficit views of groups of students, 
as described by the secondary principal in Chapter 7. 
 
It is evident that a reform of the nature of Literate Futures needed extended time and consistent, 
informed leadership to bring about sustainable change, and that hopes for this support were dashed 
as rising neoliberalism shifted priorities from an ethical responsibility for social justice to data, 
accountability, and performativity. This shift negatively impacted on those educators in 
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Queensland, such as the LDC co-ordinators who understood the significance of the focus on 
literacy, as advanced through Literate Futures, for students from disadvantaged communities. 
Accounts of the impact of this trend to neoliberalism on current practices and the profession in 
Queensland reflect the disturbing outcomes evident in other states and countries also influenced by 
such policies (Ball, 2006; Blackmore, 2010c; Hargreaves, 2004; Kelchtermans, 2013; Noddings, 
2007). From this research it would seem that it is not possible to advance progressive socially just 
educational reform within a system influenced by neoliberalism. The evidence shows that literacy 
improvement is impeded by such bureaucratic processes and that a different mode of leadership for 
literacy is required.  
 
Emotion work of leading and managing change 
My study confirmed that deep emotion accompanied the ethically driven work of the Literate 
Futures reform. To support my argument it was essential to challenge the dominant view of 
emotion as feminine weakness (Boler, 1999; Niesche & Haase, 2012; Zorn & Boler, 2007) and 
establish that emotions are socially and culturally constructed (Boler, 1999; Hochschild, 1979). This 
allowed recognition of emotion as a powerful indicator of injustice, a stance adopted by second-
wave feminists to bring about political change. Because teaching is a feminised profession and the 
majority of participants in this study were women, this was a critical understanding.  
 
From the Premier’s initiation of the reform to the work in classrooms, it was predominantly women 
who made significant emotional investment through their commitment to the intellectually 
challenging and demanding work associated with critique (Chapter 4), production of resources 
(Chapter 5), assisting principals through LDCs, leading professional development, and coaching 
classroom teachers (Chapter 6). Literate Futures appealed to those with a strong social justice ethic 
for it positioned schooling as a critical intervention into addressing disadvantage attributed to 
factors such as intergenerational poverty, isolation, Indigeneity, and English as an additional 
language through the focus on literacy.  
 
Understandably, working to achieve improved outcomes for students in a system not focused on 
equity caused extreme frustration for many. In this context the predominant emotion expressed by 
Luke and the women involved was anger; anger at injustice in terms of lack of bureaucratic 
leadership, in terms of conditions of and rewards for work, and in terms of social justice for 
students in disadvantaged communities. Frustration at the school level was also evident. The 
secondary principal, without access to informed support from a regional director, was not able to 
initiate processes that would bring about the desired results. Her responses demonstrated that 
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education reform is “always an ethical undertaking, any pedagogy or curricula potentially evokes 
resistance, fear, and anger” (Boler, 1999, p. 183). The question of why secondary schools failed to 
engage would no doubt reveal that reform requiring cultural change in complex communities is very 
difficult to manage, placing enormous demands on principals. Leadership is dependent upon 
relationships; it is emotional labour (Blackmore, 2010d). Zorn and Boler (2007) argue that failing to 
understand the political force of emotions in leadership is an emerging and serious problem.  
 
The significant contribution to the production of Literate Futures made by Allan Luke provided 
Queensland with a visionary strategy that in effect, could not achieve its goals under the conditions 
provided. The discourses of production revealed that for him also the work was emotionally 
demanding as Literate Futures required more of the bureaucracy than it was capable of managing 
and, as Luke was the name associated with the reform, he felt he was the target of criticism. 
Although political struggles are synonymous with bureaucracies, Ferguson (1984) points out that 
“when the reality of political struggle contradicts the myth of administrative neutrality, 
bureaucracies generally seek to preserve the myth, even at the expense of organizational goals” (p. 
22). Thus the bureaucracy maintained that Literate Futures was a success, publishing targets and 
quantitative data focused on participation in professional development and statements of 
achievement to prove this (Queensland Government, 2004). 
 
Women in education: Their work, its value, exploitation, recognition 
The findings of this research revealed that it was predominantly women who bore the brunt of poor 
leadership, who did the most difficult and challenging work, and who paid the price in terms of 
career and health. It was also evident that the rhetoric of equal opportunity quickly dissipated under 
the challenges posed by globalisation and that government, driven by neoliberalism, restored an 
emboldened masculinity as the dominant discourse of a managerialist approach to leadership. In this 
context, women were exploited and denied recognition for their work; a classic example of 
misrepresentation where the system failed to ensure that all its members had parity of participation 
(Fraser, 2009; M. Mills, 2012, p. 1014). Data revealed that women with expert knowledge and the 
capacity to influence the practice of others were systematically denied recognition for their work; 
their contributions to the reform remaining unrecognised, undervalued, and unrewarded.  
 
As feminist educational thinking is fundamentally political, questions of equity dominate inquiry. 
The history of education in Queensland demonstrates that the masculinisation of the educational 
bureaucracy and school administration has stifled opportunities for many women to advance their 
careers. In such a context, where men were guaranteed a job for life and women knew their career 
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would be short, there was little incentive for professional learning. It is evident that Queensland 
governments have placed greater importance on the needs of men in terms of career and income 
than on the quality of education being delivered in school. This stands in stark contrast to Finland’s 
education system where, prior to 1937 (Clarke, 1985), female teachers were receiving equal pay, 
and today’s teachers require master’s level qualifications. In effect, governments in Australian have 
limited the potential of education systems, so must take responsibility for addressing inequities in 
order to improve standards. 
 
Professional knowledge: Leadership and professional development 
The evidence suggests that, beyond the work of the writers, little attention was given to the 
theoretical debate associated with literacy reforms; in particular, the balance between cognitive and 
socio-cultural approaches to reading pedagogy (Snyder, 2008). The close alignment with politics 
meant that managing ideological dialogue and change in education did not sit comfortably with the 
bureaucracy. As a result the quality of work was jeopardized, significant issues were not identified 
and addressed, and reliable data were not gathered for analysis. Most of those interviewed 
expressed a lack of confidence in the bureaucracy’s capacity to manage reform across the state.  
 
The question of what it was about Literate Futures that ‘hooked’ educators and drew such passion 
is important. The socio-cultural approach that underpinned Luke’s approach required a substantial 
shift in how schools viewed their students and their responsibilities, a cultural change not easy to 
achieve. Understanding student diversity and the impact of this on learning was potentially one of 
the greatest steps forward for education in this state. The realisation that for many children early 
reading failure was not a pathology but the result of the difference between home discourse and 
school discourse gave teachers a window of opportunity to turn reading failure around, prompting 
teachers and school leaders to question how their current practices were inclusive or exclusive of 
students. As Luke commented, “the reading problem in this country is, inter alia, the problem of 
teachers and schools struggling to contend with the effects of poverty and with its impact on kids 
who are socioeconomically at risk” (A. Luke, 2001, p. 11); a complexity marginalised by 
neoliberalist approaches. 
 
Literate Futures was not about labelling students as deficit, but more about bridging the gap 
between home and school; of finding ways to address the needs of the most socio-economically at 
risk students in balanced ways. For the child the home discourse is, and always will be a powerful 
discourse; but that of schooling is essential for getting on in the world. Interviews with academics 
and consultants who used the materials to work with teachers at the time were overwhelmingly 
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positive, demonstrating that with support, significant change can occur in teaching practice. 
However, as the leadership beyond those who designed and developed the materials was not 
guaranteed, there was limited and patchy take up even though Literate Futures was a policy 
document.  
 
Social/institutional knowledge: Demands and responsibilities 
The evidence suggests that the education bureaucracy had a limited capacity for effective literacy 
leadership primarily because of the alignment of educational initiatives to political cycles, the 
impact of neoliberalism, and the oppression resulting from the dominant masculinity of hierarchical 
structures of leadership within institutions. Although the former is most readily identified, it is the 
latter which is potentially the most difficult to address. The challenge of dealing with oppression 
that is situated and sustained in social practices was recognised by Foucault:  
I believe that the same holds true in the order of politics; here one can criticise on the basis, 
for example, of the consequences of the state of domination caused by an unjust political 
situation, but one can only do so by playing a certain game of truth, by showing its 
consequences, by pointing out there are other reasonable options, by teaching people what 
they don’t know about their own situation, their working conditions and their exploitation 
(1998, pp. 295-296). 
This, in part, is what this thesis seeks to achieve. 
 
When the capacity for those who have deep knowledge of a complex field such as literacy is 
restricted, the results that could be achieved are stifled, and in this case it is teachers and students 
who failed to benefit. Our national data reflects this. It is because of normalised practices such as 
this research has exposed and questioned, that feminists sustain on-going criticism of bureaucracies. 
Although it has been argued that equality for women cannot be achieved without a substantial 
modification of the gender order and transformation of the state (Franzway, et al., 1989, p. 159), the 
need to attend meaningfully to data will ultimately require these deeper issue to be addressed. It is 
necessary to question why, after more than a decade of substantial state and federal intervention into 
literacy education, PISA data continues to reveal entrenched disadvantage in Australia.  
 
Accounts from those involved with the education bureaucracy revealed that the politics at the time 
involved struggles for power, where status overrode values, and ensuring survival affected decision 
making. The primary goal of bureaucracies, Ferguson observed thirty years ago, is to maintain the 
order in which “social relations between classes, races and sexes are fundamentally unequal” 
achieved through norms and rules to which bureaucrats adhere (1984, p. 7). The entry of one such 
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as Allan Luke with his new and confronting ideas would have acted as a destabilising influence in 
this context. Uncertainty, Ferguson (1984) argued, “threatens the institutional imperative of 
bureaucratic self-maintenance and also undermines the diagnostic and prescriptive claims of the 
designated experts to predict and control the aspects of the environment with which they deal” (p. 
10). Not surprisingly, Luke and those working to promote the beliefs expressed in the Literate 
Futures report encountered barriers. It was evident that the bureaucracy relied on practices such as 
isolating workers, bureaucratizing language and obscuring communication channels to disguise how 
dominance was maintained (Ferguson, 1984). The bureaucracy also depended on “the exploitation 
of emotional labour—the managing of hearts for the … [institutional] good” (Hochschild, 1993, p. 
329) to acquire the needed resources within the timelines established. This impacted on writers’ 
health and families.  
 
Although the bureaucracy enabled an innovative and futures-directed reform in literacy, there was 
not the capacity to effectively carry out the work required. The bureaucracy failed to provide the 
human and economic resources necessary for Literate Futures to be trialled, undertaken, monitored 
and evaluated. Time was a critical factor. Planning failed to adequately establish achievable goals 
and timelines, and attempts at cementing a shared vision were thwarted by the conflicting priorities 
of different individuals and interest groups. As those in charge were reliant on expert opinion from 
interstate universities, confusion resulted in loss of valuable time and wasted funds. Support 
provided to regions and schools was hopelessly inadequate. Androcentric leadership prioritised 
policy production was over implementation, arguing that implementation was not the core business 
of the bureaucracy.  
 
Foucault has argued that the construction of subjectivities is controlled by the state (2002, p. 331). 
In this reform the career public servants (predominantly men) held positional power over women 
who held professional knowledge, seconded to write. The evidence indicates that the challenge 
posed by Luke’s approach resulted in fear as officers within the department felt their careers 
threatened. This response demonstrated the fragility of identities based on white male privilege for, 
as Boler (1999, p. 195) explains, it is “identity based not on individually earned merit but rather on 
an arbitrary social status”. Fear is associated with the realisation that their privileged identity has 
little to do with their actions and accomplishments and that their sense of superiority rested on 
woman’s assigned inferiority (Boler, 1999, p. 195). The response, showing that bureaucracies are 
not “emotion free” and that emotions accompany leadership at all levels, supports claims that 
emotions are social constructs (Boler, 1999; Hochschild, 1993), gendered and racialised 
(Blackmore, 2010d), that impact powerfully on the outcomes of reform.  
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Queensland’s practice of linking reform to election cycles did not allow for a sustained focus on 
literacy through the structures established. There was not time for processes of closure such as the 
systematic collection of data for review, for further refining and development of resources, or for 
sharing of effective practice. The dominant discourses of literacy, now shaped by external 
accountability through national testing, no longer privilege understandings of diversity so critical to 
improving classroom practice. In education the “game of truth” (Foucault, 1998) requires evidence, 
but substantive evidence has been systematically marginalised and ignored as neoconservative 
policies shift priorities from social justice to individual competitiveness; from responsibility to 
efficiency; from the intellectual to the administrative. 
 
Discrimination: Gender 
The positioning of women within this reform confirms that the bureaucracy operated from an 
androcentric view underpinned by gendered and irreconcilable language dualisms to construct roles, 
thereby accepting as fait accompli the masculinised leadership structure for the reform. This mode 
of thinking has come in for widespread criticism (Blackmore, 2010c; Boler, 1999; Davies, et al., 
2006; Francis, 2012; Massey, 1994; Zorn & Boler, 2007) as feminists, from the time of de Beauvoir 
(1949) have argued that the association of the feminine with nurturing, a biological construct, 
always positions the feminine with the weaker component of the binary. This reductionist view, 
they argue, is at the heart of a flawed notion that works against women’s advancement in the world 
of work. In this reform it was the role of women to bring someone else’s vision to fruition. 
Gendered binaries worked to naturalise the oppression inherent in bureaucratic demands and silence 
dissenters. Having to look deeper would have required some action or change. 
 
My data revealed that the discriminatory practices deeply entrenched in government worked against 
parity of participation for many, particularly women. The reform was designed and managed 
predominantly by men; women wrote, created resources, and worked with teachers. Allan Luke, as 
a key player but not a member of the dominant white male culture, also found the work involved 
extensive emotional labour on his part. It would appear therefore, that issues of race and gender 
continue to stifle progressive reform but the power of dominant discourses is such that these issues 
remain unacknowledged; not spoken about. Management within the bureaucracy was premised on 
an ideology of rational masculinism which viewed the ideal bureaucrat as white and male, efficient 
and task oriented, engaging in impersonal relationships to carry out non-political administration 
(Franzway, et al., 1989, p. 145). However, as Literate Futures was political both in its inception and 
intent, the practices of the bureaucracy constituted a form of symbolic domination (Blackmore, 
2010a, p. 2).  
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The knowledge/power relationship between literacy and hegemonic masculinity underlies the 
conflict that occurred in this reform. The conflict was not always overt; much of it involved 
personal struggles resulting from the oppression caused by bureaucratic process. Weedon (1997, p. 
7) argues that “the relationship between experience and theory, access to knowledge and the 
patriarchal structure, and content of knowledge are of central importance to feminism” and that it is 
necessary to address fundamental questions such as how and where is knowledge produced and by 
whom, what counts as knowledge and how is it disseminated or not. Ferguson (1984) has argued 
that the bureaucratic organisation of work separating conception from execution “originally entailed 
the literal theft, from the worker, of knowledge about the work process” (p. 11), allowing for the 
worker’s worth to be cheapened so that he/she was easily replaceable. Because the evidence shows 
that women were easily replaced and denied recognition for their work through practices such as 
not including names of writers on materials, it would appear that these views on women’s work 
remain. The bureaucracy also chose not to disseminate information on leadership that the 
manager/expert called in to produce the resources, considered essential for principals (discussed in 
Chapter 5).  
 
The demand for efficiency enforced through impossibly tight timelines and unequal power relations 
created contexts where symbolic violence resulted. The interviews disclosed that the bureaucracy 
engaged in practices that positioned women in ways that naturalised their subordination but which 
in fact caused stress to the women involved. Furthermore, denying women opportunities to 
communicate with others, failing to acknowledge intellectual property, and limiting promotional 
opportunities could be considered as constituting violations against their rights as citizens. Hearn 
and Parkin (2001, p. 144) suggest that consideration of the implications of organisational violations 
for politics and policy includes attention to the politics of recognition, of speaking the unspoken, 
and the politics of theory and knowledge.  
 
The disclosure of discomforting and detrimental effects of bureaucratic practices has provided 
substantive evidence for claiming that it is morally reprehensible for governments to not consider 
emotion. Literate Futures revealed that all three perspectives on justice— recognition, 
redistribution and representation (Fraser, 2009, p. 100)—were violated and that gender remains a 
basis for inequalities. The view that the economic order relies on the “gross exploitation of 
women’s work” and that “a woman’s work is never done—or recognised, or paid for” expressed by 
Matthews (1984, p. 148) remains relevant in this context. Within this reform the conditions for 
women confirmed that, under the economic threat of globalisation, repressive conditions once again 
applied. There was little recognition given to the intellectual capital required by writers to develop 
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materials, to the emotional demands on principals and District Directors responsible for change 
management, or to co-ordinators as they worked with principals and teachers to bring about new 
understandings and practices. The knowledge, skills, and dispositions needed for the work they did 
were not identified or valued. The suppression of alternative or conflicting discourses enabled the 
government to ignore the intellectual and emotional demands of reform work and the impact of 
bureaucratic practices on the lives of those affected. 
 
Careers: Who benefits? Who loses out? 
Although the leading men were able to move to more prestigious positions, there were no 
opportunities for women who developed valuable expertise to continue their work within the system 
or advance their careers. Domination, Bauman (1998b, p. 42) suggests, “consists of leaving as much 
leeway and freedom of manoeuvre to oneself as possible, while imposing as close as possible 
constraint of the decision making of the dominated side.” Women were trapped by the time 
constraints imposed; the leading men had the world at their feet. The expertise built up through 
deep engagement with the theory and knowledge associated with the reform was essentially not 
valued. The shadow that is cast from the analysis of this reform is that in the twenty-first century 
women continue to be exploited by government.  
 
A significant conundrum was that, whilst bureaucratic process had little time for equity issues; it 
was highly qualified women with a passion for social justice who were drawn into the reform 
process. For them, the direction provided by Luke and Freebody was long overdue; it was a gift to 
those frustrated by the absence of informed professional leadership. However, their capacity to 
bring about the degree of change required was curtailed by the bureaucracy’s resistance to change 
and primary interest in sustaining managerial power (Freebody, 2007). Thus, as Luke suggested, 
bureaucratic disinterest and mismanagement worked against the reform and to the disadvantage of 
our most at risk students.  
 
This research has shown that benefits resulting from affirmative action, such as the appointment of 
Equity Directors in the 1990s (Lingard & Garrick, 1997), did not achieved equity for women in 
education reform. Fraser’s observation (2008d) that that the gains made by second-wave feminism 
are at risk, under pressure from globalisation is confirmed in this study. Also confirmed is Fraser’s 
belief (2009, p. 98) that the economic, cultural and political dimensions of gender injustice have 
become fragmented and conscripted into a new form of capitalism and that previous advances in 
equity and social justice have been lost as governments focus on markets and prioritise competitive 
individualism. Her concern about the ways in which the economic exploitation and ideology 
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associated with globalisation have impacted on individuals and communities is supported by Boler 
(1999) who argues that resultant identity politics, power relations, and fear have become features of 
modern life not conducive to sustaining communities, such as learning communities in schools. 
 
Methodological findings and implications 
The process of defamiliarization as a form of troubling, embedded in Chronotope IV, served to 
expose the possibilities and consequences of the ideologies, practices, and preferences that 
constructed the discourses associated with Literate Futures. Working within the parameters of 
Chronotope IV gave recognition to the multiple forces operating to produce Literate Futures and its 
truth effects as it drew from both the associated monoglossia and heteroglossia in seeking to 
identify what happened, what were the effects of what happened, and what could have happened 
given the intersection of a different contingent set of forces (Kamberelis & Dimitriadis, 2005, p. 
53). The underlying aim was to gain understandings of literacy reform from the perspectives of 
those who played significant but often unacknowledged roles in reform development and 
implementation to identify considerations and implications for future initiatives. The organisation of 
data was approached through the notion of “Discourse”, giving legitimacy to the contexts from 
which the data arose. This research sought to disrupt; to acknowledge not only the monoglossia of 
hegemonic masculine leadership discourse, but also to give a voice to the heteroglossia; the 
dissenting and subversive accounts of those silenced through the reform process.  
 
Analysis of the discourses of production, circulation, and reception provided insights into the 
relationships that existed between knowledge/power and language within the different phases of the 
process. Significantly, the data revealed that reflections were emotionally charged. Negative 
feelings were associated with demands made upon participants from within the bureaucracy and 
where individuals and groups were marginalised on the basis of gender. At the school level, those 
who worked as agents of change, or were threatened by the change process itself, expressed feelings 
of confusion, frustration, and anger. The reflections of women involved in the project offered 
insights into the experiences of an oppressed group for women have developed “a different voice, a 
submerged discourse” (Ferguson, 1984, p. 23) that remains potentially subversive. 
 
Discourse analysis based on Gee’s seven areas of “reality” (1999a, p. 11)—significance, politics, 
identities, relationships, connections, activities, and knowledge and sign systems—provided a 
logical framework for identifying the messages conveyed through the language interviewees chose 
when reflecting on their own experiences. This framework, combined with systemic functional 
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linguistics (SFL), enabled analysis at word and word group levels, refining the identification of 
feelings and the factors that contributed to those feelings. In this way emotions associated with 
feelings of powerfulness and powerlessness were identified, revealing that participants 
predominantly experienced a sense of powerfulness when working with knowledge but feelings of 
powerlessness were evident where the bureaucracy and hierarchical structures impacted on their 
work. This supports Boler’s assertion that “emotions are inseparable from actions and relations, 
from lived experience” (1999, p. 2). Context was always a significant factor. Fraser’s theorising of 
injustice as having social, economic, and political dimensions was powerful in this context for it 
enabled the establishment of links between personal experience and cultural practices, thereby 
securing a firm basis for challenging hegemony. 
 
Because we learn to hide emotions associated with failure, perceived weakness, or even anger, there 
is ambivalence evident in the way such experiences are disclosed. Hargreaves (2005) found that 
approaching emotional experiences through critical incidents that drew positive or negative 
emotional responses was methodologically more productive that inviting teachers to talk about 
named emotions. My research supports this. Because all of the women interviewed were 
experienced and articulate educators, there was consistency in the language used to talk about and 
express their views on the effects of their work. The greatest difference evident was between the 
male participants; the passion of Allan Luke as Deputy Director General and the measured 
responses of the fact-oriented Director General. This demonstrated the necessity to acknowledge 
that gender, ideology, culture and power are factors contributing to the variable expression of 
emotion.  
 
Limitations of the study 
I initially considered that my research was limited because Education Queensland prevented any 
broad consultation with Deputy Principals, Heads of Departments, Heads of Curriculum or 
classroom teachers. I had planned a broader base of school-based data about how Literate Futures 
influenced understandings of diversity or impacted on classroom practice. I thought that teachers 
could have provided valuable insights into leadership practices, the real value to them of working 
with a mentor such as an LDC coordinator, and of participating in learning communities that focus 
on the five key practices
55
 identified by Louis, Kruse and Marks (1996). The department’s decision 
initiated a search for a different lens to analyse data. 
 
                                                 
55
 Five elements critical to school professional community: shares norms and values, focus on student learning, 
reflective dialogue, deprivatization of practice, and collaboration (p. 181). 
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When I began this study I had not considered emotion as a topic of interest. However, as the 
patterns of gender discrimination emerged, primarily through repeated expressions of anger and 
frustration around common themes, I realised emotion work related to social justice was a field 
begging investigation. The suppression of the voices of educated and articulate people, motivated 
by a desire to break through the limitations of historical approaches to make literacy more 
accessible to at risk students, was unconscionable. Thus my initial lack of awareness may have 
constituted a limitation as to what data would expand our insight regarding the nexus between 
policy enactment, gender, social justice and emotion. 
 
The questions I had prepared for the interviews did not explicitly ask about gender or emotion. The 
information was provided through questions that invited personal reflection on what participants 
thought were the highs and the lows of their involvement. Thus what was provided indirectly 
became highly significant in the study. As identified by Kamberelis and Dimitriadis (2005) most 
people do not identify the ways in which power is invested in everyday practices and “how 
knowledge and truth are effects of this kind of power” (p. 46) for western binary thinking has 
impoverished ethical language (Boler, 1999, p. 187). I remain curious about what kinds of 
responses I may have received had I asked direct questions about what could have been perceived 
as very personal and perhaps prying, and now feel that perhaps such questions may have drawn 
reticence because of the stigma attached to revealing feelings that may be associated with shame, 
bitterness, and failure. 
 
I also realised that, because of the way women were positioned in this reform, essentialising gender 
was potentially a problem. The patriarchal nature of language, so pervasive that it is unrecognisable, 
impacts on the way experiences are represented by language. It is possible that doubts about the 
reliability of interviews, as a form of qualitative inquiry, could pose a limitation in the eyes of 
some; a factor compounded by the persistence of popular views of emotions as personal attributes 
and/or feminised weakness (Niesche & Haase, 2012).  
 
Directions for further research  
Emotion  
Emotion in education is field requiring further investigation for, as this study has shown, emotions 
can be indicators of injustices of recognition, redistribution, and representation at all levels in 
reform and a basis for individual and collective resistance to injustice (Zorn & Boler, 2007, p. 148). 
Educational research has identified that emotions are heightened in periods of change (Ackerman & 
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Maslin-Ostrowski, 2004; Beatty, 2007b; P. Bishop & Mulford, 1999; Blackmore, 2010d; 
Hargreaves, 2005; Kelchtermans, 2005; Langford, 1994) and that multiple cultural and structural 
factors such as time, space, age, career stage and generational identity influence responses to reform 
(Hargreaves, 1994, 2004; Kelchtermans, 2005). At a time when education systems are attempting to 
respond to demands for more complex knowledge and higher standards of literacy for greater 
numbers of students and stringent accountability measures imposed by governments are damaging 
the profession, deeper understanding of the emotion work demanded of teachers is urgently needed. 
 
There is also a need for greater understanding of the emotion work required of principals and others 
in leadership roles in schools as they manage new demands in challenging environments. This work 
is not easy as, in education, resistance almost always accompanies reform. Zorn and Boler (2007) 
argue that because current approaches to leadership demonstrate misunderstanding of the “political 
force of emotion”, significant work is required to disrupt historic and cultural practices and beliefs. 
Silencing the effects of the emotionally demanding work carried out by principals, particularly 
those in government schools in low socio-economic and challenging communities, through focusing 
on the personal qualities identified as emotional intelligence inhibits engagement with distributive 
forms of leadership that are increasingly being recognised as more effective. There is a need to talk 
about leadership in different ways; to prioritise actions that are collaborative and socially just. The 
power inherent in the language of patriarchy must be disrupted as it serves to deny that leadership is 
more of “an enacted, emergent phenomenon” than a social construction (Zorn & Boler, 2007, p. 
137). 
Greater awareness of the effects of the unspoken gendered rules of emotional conduct is needed so 
that those with expert knowledge have alternatives other than walking away from situations where 
feelings of powerlessness undermine their passion. In support of this, Zembylas (2005) argues that 
what is needed in education is “to destabilize and denaturalise the regime that demands the 
expression of certain emotions and the disciplining of others, and to elucidate the emotional rules 
that are imposed and the boundaries entailed by those rules”. There is thus a need to further develop 
an understanding of emotions as socially and culturally constructed and to explore how context 
impacts on educators and their work. Emotions must be recognised “as a medium, a space in which 
differences and ethics are communicated, negotiated and shaped” (Boler, 1999, p. 21), and as such, 
a valuable resource for managing change that is theoretically complex and potentially emotionally 
charged. Injustices need to be named and challenged, for walking away allows the rules determined 
through the hegemony of masculinity to persist. Boler argues: 
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I emphasise throughout that emotions need to be brought out of the private and into the 
public sphere; that emotions are a site of oppression as well as a source of radical social and 
political resistance; and that feminists have developed largely unrecognised, grassroots 
analyses of the politics of emotion, which cultural studies and social theorists continue to 
neglect. As a result of Western cultural discourses, which on the whole do not value 
emotions, even the most radical social theories tend to overlook this most silenced terrain of 
social control and resistance (1999, p. xx). 
Boler’s suggestion, that the politicization of emotions is urgently needed in education, is widely 
supported (Beatty, 2007a; Blackmore, 2010d; Zembylas, 2007). Research in this area could 
potentially have broad application beyond education. In the knowledge-based economies of the 
globalised world increasing numbers of people are required to perform emotion work or face 
emotionally challenging situations on a regular basis. 
 
Social justice: Gender and race 
From a feminist perspective, the position of women in government bureaucracies must remain a 
focus of study. It is, and will remain a site of conflict because “feminist strategy pushes up against 
the state’s solution strategies aiming at balancing equality with the patriarchal gender order” 
(Franzway, et al., 1989, p. 159). Those benefiting from the power and privilege inherent in the 
hegemonic masculinity of bureaucracies will not willingly let this go. The working of the 
bureaucracy requires on-going scrutiny for it is evident that those who do not fit within the 
dominant group or attempt to make any change often find that the struggle within hierarchical forms 
of management takes a toll on their lives and careers. As this study has shown, the effects can be 
devastating for “bureaucracies have a tremendous power to hurt people, to manipulate, twist and 
damage human possibility” (Ferguson, 1984, p. xii). In a democratic society, cultural, economic and 
political injustices must be addressed. Another important area for further research in education is 
race and social justice. Although my primary focus in this study was gender, it was evident that 
issues based on race impacted on the reform. As with gender in educational leadership, there is a 
noticeable absence of representatives of the cultural diversity within Queensland’s population. 
 
Literacy leadership 
The goal of achieving improved literacy outcomes amongst students from diverse communities 
continues to fuel debates that focus on the quality of teachers and school leadership. Luke and 
Freebody, well aware of the importance of teachers’ understanding of the social and cultural factors 
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affecting reading competency, were far from naïve participants in the political debates surrounding 
literacy and the leadership required. Their approach to the context in which teachers learn is still 
viewed as best practice, as Blackmore (2010d) explains: “as with all professional learning, informal 
and formal, support is required through the development of mutually beneficial relationships with 
colleagues forged through their own professional networks or community, as well as through formal 
coaching or mentoring” (pp. 654-655). Mentoring programs that emerged from Literate Futures 
assisted teachers’ understanding of the reading process, the interrelatedness of curriculum, 
pedagogy, and assessment, as well as the effective integration of new technologies into classroom 
practice. These programs however, are not mainstream practice because neoliberal and managerial 
pressures exist in tension with professionally oriented and democratic practices, and currently 
dominate teacher professional development through policy (Hardy, 2012). Hard evidence is needed 
to demonstrate that this produces sustainable improvement. 
 
There is a need to confirm the importance of on-going learning for teachers led from within the 
school. That Finland’s success is built upon respect for professional learning sits in contrast with 
contemporary Queensland and Australian approaches that fail to appreciate the ways in which 
learning communities facilitate improvement in student outcomes through approaches that build 
teacher professionalism. There are no quick solutions. Elmore explains, (2006, p. 57) “improvement 
is change with direction, sustained over time”. Effective change requires bipartisan support from 
governments. Therefore research is required to identify sustainable and effective alternatives that 
promote teacher professionalism. 
 
Data, research and literacy reform 
My research has demonstrated the value of Chronotopes. Much of the debate over literacy comes 
from arguments supported by research operating within a single Chronotope. As different research 
foci provide data for particular purposes and groups, there is value in acknowledging the place of 
each of these in Government initiated approaches to literacy reform. Literacy reform is a complex 
field that can only benefit from input from a range of stakeholders in order to prevent the promotion 
of skewed approaches reliant upon one form of data. The damage resulting from such practices 
dominating political agendas, as has happened in the US and Australia, is now being recognised and 
challenged.  
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In focusing the teaching of reading on coding, semantic, pragmatic and critical competencies the 
Four Resource model (4Rm) provided a parallel to Chronotopes. Both the 4Rm and chronotopes 
acknowledge the value of a range of practices in literacy advancement. Although the heuristic of the 
4Rm removed the danger of promoting a single approach that would inevitably be unsuitable in 
some contexts, it was marginalised in the haste of reform. As its purpose was not well understood, 
practices evolved that were not linked to the curriculum and so were not sustainable. This also 
indicates a need for further understanding of policy processes involving social collaborative 
practices that would enable the understanding required to advance more balanced and refined 
responses to literacy needs.  
 
Conclusion 
The impact of neoliberalism on education has brought the emotion work of educational leadership 
and teaching to the fore in research and the media. Education, as a feminised profession, is at risk of 
being redefined in technicist ways that devalue research and teacher professionalism (Blackmore, 
2013a). This constitutes a crisis in literacy education that goes to the heart of our culture. Through 
this research experienced practitioners have demonstrated that high level expertise did exist in our 
schools and universities, as Luke and Freebody identified. This was made evident through the work 
of the writers, through school leadership that valued and supported learning communities, and by 
those who worked with teachers in classrooms to refine practices that enabled students from 
disadvantaged backgrounds to successfully access the discourses of schooling. The capacity to do 
this work was reliant upon research to inform approaches, and collaboration to ensure those with the 
knowledge and skills were able to carry out the complex work required. It also demonstrated, 
through the expression and recognition of positive emotions, the interrelationship between teacher 
professionalism and career satisfaction. The crisis in literacy education rested therefore, not so 
much with knowing what was required, but with the management of the process of up-skilling 
teachers.  
 
Finally, drawing upon Fraser, I would argue that this thesis supports a reinvigorated third-wave 
feminism, where considerations of emotions and emotion work can lead to a gender-sensitive 
revision of democracy and justice. From this context in education it was possible to glean 
understandings of the relationships between gender, emotion, and subjectivity that exposed how 
power operated and was sustained in institutional practices for the benefit of dominant groups. It 
demonstrated that gendered practices impacted negatively on key personnel as well as the outcomes 
of the reform, revealing that prioritising such practices can subvert reform and lead to loss of 
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expertise. The feminist challenge, to counter the ravages of neoliberalism through emancipatory 
actions, involves seeking justice through the perspectives of redistribution, recognition, and 
representation for all citizens. 
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Appendix 1: Significant events affecting women’s employment as teachers in 
Queensland 
 
Year Event 
1846 Pupil-teacher system introduction in England (a five year apprenticeship from the age 13). 
Introduced to NSW in 1851 and continued in QLD following separation from NSW in 1859 
1898  Women teachers complete same training in Maths as male teachers 
1875 51% of teachers are female 
1880 15 of the 22 largest schools (200+ students) have female head teachers 
1890s  Women formed trade unions and demanded the right to equal pay 
 Removal of pupil-teachers security of tenure — reduced number of male and female 
applicants 
 48% of classified teacher are female (all time high) 
1900 10 of the 28 largest schools (400+ students) have female head teachers. This represents a 
significant drop over 20 years 
1902  women were forced to resign upon marriage 
 women allowed into the lowest echelons of the public service 
1910 33% of teachers are female 
1914 Teachers Training College opened for secondary teachers 
1919  Marianne Brydon, first woman inspector (of domestic Science classes) appointed 
 Equal pay claim rejected, a precedent set for the next 50 years  
1921 Commenced phasing out of pupil-teacher system and new system of teacher training  
Scholarships favoured males 
1923 Introduction of special classes for ‘backward’ children Women considered best suited for 
teaching these children 
1928 40% of teachers are female (result of WW1) 
1930 Conference of State Directors of Education unanimously agree that women should not be 
recommended for the position of District Inspector 
1932 First woman member of the Queensland parliament expressed the view that it was a 
retrograde step for women teachers to resign on marriage 
1937 During the New Education Fellowship Conference held in Brisbane delegates learn that 
Finland’s female teachers received the same pay as men 
1940  Married women could be reemployed on a temporary basis (p 
 20% of all principals were female 
 17% of female teachers were in charge of schools 
 Percentage of women teachers at its lowest point since 1868 
1953 Minister for Education, George Devries, assures the public that the state government would 
not employ married women as teachers unless absolutely necessary 
1963 Secondary teaching scholarships to The University of Queensland made available to 
females as well as males 
1965 Queensland Teachers Union (QTU) policy that women should not be compelled to resign 
on marriage  
1968 Queensland Government accepted that the enforced resignations of married teachers 
constituted a considerable loss to its investment in education 
1969 Permanent employment of married women granted 
1972 Teacher scholarships awarded on merit irrespective of sex 
1973  Policy changes made it easier for women to receive permanent status 
 A Commission of Inquiry into the Status of Women in Queensland established by the 
Queensland Parliament 
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1974  Report from the Commission recommended removing legal and employment 
inequalities, including employment in education 
 Lillian Shelton, first female District Inspector (Primary) appointed 
1975  International Women’s Year 
 A Status of Women Committee established within the QTU 
1976 First female appointed as principal in a mixed high school 
1978 Department of Education appoints a research officer to follow and report on developments 
in the area of equal employment opportunities for women in education 
1982  Commonwealth Government announced intent to legislate to prevent discrimination 
against women 
 Queensland Government accepted that the huge pool of potential leadership ability held 
by women could no longer be ignored 
1983  6% of all principals were female 
 less than 1% (0.6%) of female teachers were in charge of schools 
1990-91  The Equity Directorate (Workforce and Studies) was established 
 A social justice strategy was developed 
1991-92  17% of principals were women 
 68% of teachers were women 
 68% of all positions in educational management held by men 
 Advanced skills teacher classification implemented 
 Social justice strategies covering gender equity endorsed 
1993-94  The Equity Directorate discontinued 
1997 Principal data for Queensland’s largest schools shows that: 
 Band 10 – 8 women, 111 men 
 Band 11 – 6 women, 29 men  
2008-09  Professor Geoff Masters reviewed Queensland’s curriculum and educational standards 
for primary students 
 Mandatory practice tests for literacy and numeracy introduced following Masters’ 
report  
 
